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ABSTRACT
Supporting School Change: An Examination of the
Role of Flexible Campus Coordinator in the
Boston Public Schools From 1971-1978
(February, 1979)
James L. Buckley, B.S., State College at Boston
M.Ed.
,
State College at Boston, Ed.D.
,
University of
of Massachusetts
Directed by: Professor Mary R. Quilling
An understanding of the role of change agent becomes
academically and practically important as the principal,
because of the myriad demands upon his or her position,
is unable to continue as the chief agent of change within
a school. The present study of the Flexible Campus Coordin-
ator role in supporting school change was designed to answer
the following questions about change agents: (a) How has
the Flexible Campus Coordinator role developed and evolved
in high schools in the Boston Public School System in the
years 1971-1978? (b) Are there differences in coordinators’
perceptions of the roles that can be accounted for by their
schools being designated as either Magnet or District?
(c) How wel] does the Flexible Campus Coordinator meet the
intent of being a change agent?
The author administered two Q-sorts to all of the
coordinators and conducted interviews with six coordinators
to probe their perceptions of the role. The findings
VI
from analyses of "the Q'sorts, interviews and archival
research were presented in relation to these three questions
Results showed that the coordinators as a group per-
ceived themselves to be functioning mainly as administra-
tors; data indicated the inclusion of change agent functions
is taking place selectively, however. The Magnet Coordin-
ators tended to report more responsibility for change
agent functions than the District Coordinators.
The Coordinators from both Magnet and District
Schools also indicated that they do not perceive themselves
to be carrying out the entire roles of change agentry,
from initiator, to facilitator, to internal izor . The
Coordinators assigned a low importance to the initiator
tasks and report a low frequency of performance of these
tasks as well. They likewise indicated that they per-
ceived the facilitator tasks as unimportant, though these
were performed more frequently than were initiator tasks.
Only the internalizor tasks were judged both to be of some
importance and to be performed with some degree of fre-
quency.
The preceding findings suggest that the role of
Flexible Campus Coordinator needs to be reassessed and the
coordinators trained to assist the principal throughout
the innovative process. Unless such a reappraisal is
undertaken, the position will remain an untapped resource
Vll
for change.
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CHAPTER I
INTRODUCTION
Public schools, like other institutions in the late
sixties, faced a crisis brought on by the emergence of a
new youth movement. Among the factors which produced this
new generation were
. . . rising prosperity, the further prolongation of
education, the enormously high educational demands of
a post industrial society. And behind these measurable
changes lie other trends less quantitative but even
more important: a rate of social change so rapid it
threatens to make obsolete all institutions, values,
methodologies and technologies within the lifetime of
each generation; a technology that has created not
only prosperity and longevity but power to destroy the
planet, whether through warfare or violation of nature’s
balance; a world of extraordinary complex social
organization, instantaneous communication and constant
revolution. (Keniston, 1971, p. 5)
According to Keniston these were the factors responsible
for "troubled youth," "student dissent," the "youth revolt,"
and the growth of the "now generation" during the late
sixties and early seventies. The effect of this movement
can be seen in the results of a June, 1970 Gallup Poll which
showed campus unrest to be considered the nation’s main
problem. (Keniston, 1971, p. 5) The dissent among college
students was mirrored in the widespread unrest among high
school students.
1
2In Boston, the "youth revolt" at the high school level
was characterized by boycotts, takeovers, school closings
and violence. Furthermore, high school unrest was exacer-
bated in sections of the city by racial tensions.
A major impetus behind the disruptions in Boston was
the need expressed by the students for more relevant and
meaningful courses in the high school curricula. The lead-
ing demands of the boycotting students were for open campus
and black studies. (Eisner, 1976, p. A4)
In response to this crisis, the Boston Public Schools
created a new educational role to make schools more res-
ponsive to the demands of its student population. The
Office of "Flexible Campus Coordinator" was approved in
August, 1971. Conceived as a change agent in schools, the
Flexible Campus Coordinator was charged with bringing about
major change within the system by supplementing the tradi-
tional academic offerings at the secondary level with
meaningful alternatives. (Gibson, Note 1, p. 7). Prescribed
courses of study at the time included core curricula in
business, college and vocational education, but little
in the way of options.
Since the implementation of Flexible Campus the program
has expanded greatly both in the number of students served
and in scope. As these changes have occurred there has been
a corresponding change in the position of coordinator both
in scope and areas of responsibility.
3At pr6scnt, there are eighteen Flexible Campus
Coordinators in seventeen high schools. The position seems
to be institutionalized within the schools. Thus, far,
however, the position and its importance have been relatively
unstudied. There exists a need for systematic inquiry into
the role of the Flexible Campus Coordinator and the effective-
ness of the persons filling this role in meeting stated
goals
.
Background of the Study
Flexible Campus had its origin in the proposals and
programs created to answer the need for meaningful alterna-
tives and supplements to the traditional academic offerings
at the secondary level of the Boston Public Schools. This
need had been cited by striking students as one of the
major causes of a high degree of unrest in several of the
Boston high schools during the late winter and early spring
of the 1970-1971 school year.
Following a request by Boston School Committee Chair-
man Paul Tierney in early 1971, school personnel worked to
develop a program to supplement the traditional curriculum
offerings in Boston high schools. The Boston School
Department joined with the Lincoln Filene Center, Tufts
University and the Mayor’s Committee on the Urban
University in March, 1971 to develop meaningful options
at the high school level. (Gibson, Note 1)
4The Mayor's Conunittee on tho Urban University
established the Task Force on Boston Schools, March 1, 1971.
Following a series of meetings between school personnel
and the Task Force, a program was announced whereby a
university and a high school would mutually adopt each
other. (Gibson, Note 1) The initial adoption to take
place was between the English High School and Northeastern
University. This adoption, called "Toward an Open Campus-
-
A Cooperative Experiment," consisted of six minicourses for
students to be taught by Northeastern University professors
in classrooms at Simmons College. (Doherty, Note 2) Other
minicourses for students were to be taught by regular
English High teachers, at the school. This was to be a
limited pilot program for immediate implementation in order
to gain necessary experience for a more extensive program
for the 1971-1972 school year.
While the pilot program was being implemented. Super-
intendent William Ohrenberger and his associates presented
two documents to the Boston School Committee on April 5,
1971. One called for the formation of a steering committee
on high schools and the other called for an open campus
plan and off-campus program for selected high schools.
(Ohrenberger, Note 3)
The steering committee was appointed and began planning
for an Open Campus. Five Boston high school teachers
and
5Kenneth Caldwell, administrative assistant to Marion Fahey,
then Associate Superintendent in charge of curriculum, met
with John Gibson and his staff at the Lincoln Filene Center
for a four day institute from April 19 to 22, 1971. The
institute developed a broad proposal to organize Flexible
Campus programs for all high schools and to hold a four
week institute at the Lincoln Filene Center during the
summer of 1971, in which each school’s plan would be de-
veloped by participating flexible campus teams.
In a memorandum from Gibson to Fahey dated April 23,
1971, the recommendations of this institute were presented
as follows:
1. A definition of the concept of flexible campus
was stated which emphasized ’’Flexible means an
interaction between the features of open and
off-campus plans. The utilization of Flexible
approaches to education on the campus as well
as the resources of the community at large or
those ’off’ the high school campus.”
2. Each school should develop and implement its own
plan
.
3. A pre-planning period from May 13 through June
25, 1971 should be held.
4. A summer planning institute should be held from
June 28th through July 23, 1971.
In a vote of support the Boston School Committee
allocated the sum of $20,000 toward the summer institute
on June 18, 1971 and the Associated Foundations of Greater
Boston donated a matching amount.
6The pre-planning period was held as scheduled. During
this period a full program for the summer was developed,
assessments of school needs and resources were made and
teachers, students and coordinators for the individual
school Flexible Campus teams were selected.
Ohrenberger ’ s Report to the Boston School Committee on
the Open Campus plan, in April 1971 set the tone for the
summer institute when it mandated:
While central administration can and indeed must
provide guidance and direction to local schools, it
is at this latter level that the ultimate structure
of any open or off-campus program can take on a
meaningful form for the participants. It is at the
school level where concerned individuals are know-
ledgeable about student needs; faculty potential;
faculty, parent, student and community attitudes and
the appropriateness of off-campus resources to the
educational goals of the school. (Ohrenberger, Note
3, p. ii)
The Summer Institute described in Appendix A resulted in
each of the schools developing individual school plans.
By September 1, 1971 both the school department and the
Massachusetts Department of Education had approved of the
plans, and Flexible Campus was able to be implemented as
school opened on Tuesday, September 7, 1971.
As detailed in the 1971-1972 evaluation of the program,
the Flexible Campus Coordinators were mandated to coordinate
the Flexible Campus Program at each school. The objective
of this program was "to bring about major change within the
7system and through the system. (Gibson, Note 1, p. 7)
However, due to the myriad tasks involved in implementing
the program the coordinators were hard-pressed by daily pro-
gram maintenance issues. As a result, when the coordina-
tors were asked to formulate their own job description,
administrative functions dominated.
Purpose of the Study
The purpose of this study is to examine the role of
Flexible Campus Coordinator, by documenting the development
of the role and its practice in schools and by assessing
the degree to which the original intent that the coordinator
be a change agent was fulfilled. Three specific questions
)
are posed for research.
1. How has the Flexible Campus Coordinator role
developed and evolved in high schools in the
Boston Public School System in the years 1971-
1978?
2. Are there differences in the perceptions of the
roles among coordinators which can be accounted
for by their schools being designated as either
Magnet or District?
3. How well does the Flexible Campus Coordinator
meet the intent of being a change agent?
Definition of Terms
Flexible Campus . A definition was developed at the
Lincoln Filene Center by five Boston high school teachers
and Center staff. It is found in a Lincoln Filene Center
8memorandum dated April 23, 1971 to Associate Superintendent
Fahey
:
A Flexible Campus Plan (or program) combines what
usually comes under the definition of ’open campus'
plan and 'off-campus' plan as set forth in pages 1-3
of Superintendent Ohrenberger ' s Report to the Boston
School Committee on the Open Carnpus^ Plan of April 5,
1971. The reason we use the term 'flexible' rather
than 'open' or 'off is because 'Flexible' means a
combination of the features of open and off-campus
plans and the utilization of flexible approaches to
education on the campus as well as the resources
of the community at large of those 'off the high
school campus. In other words, we seek the best
features of an open campus plan and an off-campus
plan and to have those features complement each other.
We seek to avoid a compartmentalizat ion between an
open campus and an off-campus program and thus we need
a new term. We believe the concept of 'Flexible'
meets the need. (Gibson, Note 1, p. 1)
Under the Flexible Campus the classroom becomes the
option supplemented by both off-and on-campus learning
options. Through off-campus options students leave their
regular classrooms for expanded learning opportunities
in their community. They can choose special minicourses
taught by private sector volunteers in such areas as con-
struction, accounting or economics. They can learn through
on-the-job, nonpaid work experiences offered by business or
they can use other resources in the city for off-campus
learning experiences.
Students participate for varying degrees of time in
off-campus learning experiences and are awarded academic
credit by their home schools according to the amount of
9time committed to their assignment. Off-campus programs
include a variety of learning sites including but not
limited to the following:
Institutions of higher learning
Cultural and media agencies
Business locations
Independent study
Social services
Elementary schools
Government internships
The on-campus learning options include:
On-campus internships
Study options
Guest lectures
School -within-a school programs
Minicourses
Schools -without -walls programs
Film series
Flexible Campus Coordinator . The position of Flexible
Campus Coordinator was approved at the same time the original
program proposals were approved in August, 1971. Recogni-
tion of the need for full-time assignment to the position
was reiterated by a vote of the Boston School Committee at
its meeting of May 23, 1973.
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The Flexible Campus Coordinator in both the on-and
off-campus programs serves as a vital link between the
student and community resources, between the expressed
student need and the learning experiences which meet that
need.
The coordinator in each high school is responsible for
the overall supervision of the program in a school, includ-
ing the following:
a. Overall responsibility for the administration
and supervision of both the on-campus and off-
campus aspects of the program in the school;
b. Chair the school’s Flexible Campus Advisory
Team;
c. Liaison with the Director of Flexible Campus;
d. Liaison between the high school and the cooperating
educational and community resources;
e. Expand community resources needed to better meet
student and faculty needs;
f. Coordinate program planning, implementation and
evaluation;
g. Provide orientation, interview and assign all
students interested and eligible to participate
in the off-campus aspect of the program;
h. Provide faculty orientation and assist in the
development of in-service workshops designed for
the professional improvement of staff;
i. Maintain all required office records including
a dossier of all students who have at any time
participated in the off-campus program;
j. Provide parental and community public relations;
11
k. Liaison for their school in the planning and
implementation of metropolitan collaborative
programs
;
l. Attend required meetings, workshops and conven-
tions
;
m. Resolve problems arising in the day to day oper-
ation of the program; and,
n. Carry out those additional duties that the Associ-
ate Superintendent, Program Director and Headmaster
may require. (Caldwell, Note 4, pp. 1-2)
Off-Campus Plan
,
refers to
a structured program for utilizing the diverse resources
of the community for learning opportunities. It pro-
vides students with an access to learning experiences
which the school is unable to provide. Other public
and private schools, universities, hospitals, businesses,
public agencies, museums, etc. . .all are potential
sites for specialized learning activities. (Ohrenber-
ger. Note 3, p. 2)
The Open Campus Plan
,
specifically refers to
a program which allows students when they are not
scheduled to be in class, i.e., study periods or
lunch periods, to decide for themselves how they will
spend their time. During their non- instruct ional
times, participating students may utilize some of the
specialized facilities which may be available within
the schools (e.g., library, language laboratories,
gymnasiums, auditorium, cafeteria, student lounge),
enroll in minicourses which might be given in some of
the now unused study halls, engage in independent
study or leave the school. (Ohrenberger , Note 3,
p. 2)
District Schools . A community district is an area of
the city with clearly defined boundaries. These districts
are further divided into small areas called geocodes. An
address within a specific geocode determines a community
district school. In most cases the number of high school
12
students in a district exceeds the number of seats.
Students’ names are picked at random from among all stu-
dents requesting assignment to the community district high
school until no more seats are available in the school.
Each community district school has developed educational
programs and enrichment activities in response to the
needs and interests of the students and parents living
within the district.
Magnet Schools . A magnet school is a school offering
a distinctive program of instruction that may serve the
needs and interests of students from all areas of the city.
Assignments to magnet schools and programs are made on the
basis of student preference, desegregation goals and seat
availability.
Methodology
The study involved sixteen Flexible Campus Coordinators
and the Urban Studies Center Coordinator from the Boston
Public School System. Two instruments were developed for
the study, a survey and an interview protocol.
The survey, designed in a Q technique format, sought
information concerning the roles of Flexible Campus Coordin-
ators in the Boston Public Schools from 1971 to 1978. The
survey was developed by the author and then submitted to
the Citywide Coordinator of Flexible Campus for validation.
13
All seventeen participants were surveyed during March and
April of 1978. The interview data, along with archival
research, were used to augment the findings of the survey.
Trial interviews were conducted with the Citywide Coordina-
tor of Flexible Campus and the second Flexible Campus
Coordinator of English High. The questions were then modi-
fied on the basis of these trial interviews. The revised
interview was given during May and June 1978 to six of the
participants, three representing magnet schools and three
representing district schools.
The data collected were analyzed in stages so as to
answer the three research questions identified in an
earlier section of the present chapter. The results were
then presented in relation to the three research questions.
Limitations of the Study
The study provides a description of a role relatively
new to school change. The principal limitation of the study
is that the data reflects perceptions about the role from
the perspective of those in it and therefore may lack
objectivity. The study should serve as a base, however, for
further inquiry into the use of the Flexible Campus Coordin-
ators as internal change agents.
14
Chapter Outline
The study consists of five chapters. Chapter Two
reviews relevant literature on change and change agents
and provides the theoretical base for the study. In
Chapter Three the research design, the instruments, the
participants and the data collection procedures are des-
cribed. Chapter Four discusses the findings in relation
to the three research questions posed in the present
chapter. Chapter Five presents a summary and conclusions
of the study and suggests implications for future research.
15
NOTES
^Gibson, J. Evaluation of the 1971-1972 Boston High
School Flexible Campus Program
. Boston, August, 1^72
.
2 Doherty, J. Toward an open campus: a cooperative
memorandum . Boston, April, 1971 . i
3Ohrenberger, W. A report to the Boston School
Committee on the Open Campus Program . Boston, April, 1971.
^Caldwell, K. Flexible Campus Coordinator job descrip-
tion. Boston, 1972.
CHAPTER II
REVIEW OF THE LITERATURE
The purpose of this review of the literature is to
establish a conceptual base by which to examine the evolu-
tion of the role of Flexible Campus Coordinator in the
Boston Public Schools from 1971 to 1978,
To accomplish this goal the review of the literature
is divided into four parts. Part One draws on the works
of scholars to summarize the process of planned change in
education. The second part describes the role of change
agent. In Part Three the rationale is examined for internal
change agents being involved in the management of planned
change. This examination leads to the final section, in
which a view of the Flexible Campus Coordinator as an on-
line change agent is developed. This view is used in the
analysis of the evolution of the role of Flexible Campus
Coordinator.
The Process of Planned Change in Education
The problem of this study is to determine to what
extent the role of Flexible Campus Coordinator meets the
criteria for a change agent in the Boston Public Schools,
The study attempts to do this by analyzing the position
\
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1 ?
of Flexible Campus Coordinator in terms of the recognized
functions of an internal change agent responsible for the
management of planned change. Part One of this chapter
examines the work of a number of scholars who have concen-
trated on the process of planned change in education. The
following is a brief review of the work of these authors.
The multiple definitions of change and planned change
found when one reviews the literature clearly demonstrate
that a great deal of attention is being given to the condi-
tions under which change does and does not occur. Havelock
(1970) points to this increase in attention by noting in
his study of change that the literature grew steadily from
less than fifty items dated before 1954 to some 500 annually
by 1964. Much of the change literature concentrated on the
diffusion and adoption of innovation and little on the pro-
cess of implementation of the adopted change.
Sarason (1971) states that "each school has its own
pre-history, programmatic and behavioral regularities, role
definitions, time perspective and modal process for change
and that an understanding of these elements is a necessary
pre-condition for implementing change.” (p. 29)
He added further to the complexity of studying the
change process when he stated that any suggestion for
change implies two related considerations (1) "that one has
an explicit theory of change" and (2) "that this theory is
18
appropriate to the setting in which the desired change will
be affected." (p. 19)
There exist many explicit definitions of change in the
literature. Havelock (1970), who has completed the major
study of research literature on innovations, views change
"as any significant alteration in the status quo but usually
an alteration which is intended to benefit the people in-
volved." (p. 2) He further views planned change as any
"change or innovation which comes about through a deliberate
process which is intended to make both acceptance by and
benefit to people who are changed likely." (p. 3)
Lippitt, Watson, and Westley (1958) view change as a
process facilitated by a change agent when they state
"change originates in a decision to make a deliberate effort
to improve the system and to obtain the help of an outside
(Change Agent) in making this improvement."
Huberman (1973) sees innovation as being a distinct
form of change. He defines innovation as an improvement
which is measurable, deliberate, durable, and unlikely to
occur frequently.
Berman and McLaughlin (1974) do not differentiate
between innovation and change but rather view change as con-
sisting of a three stage process of innovation- - initiation
,
implementation, and incorporation.
19
Bennis, Bennc
,
and Chin (1969) in their definition felt
that scientific knowledge must be utilized in the change
process. It was their view that change is
a conscious, deliberate and collaborative effort to
improve the operations of a system whether it be a self
system, social system or cultural system through the
utilization of scientific knowledge, (p. 158)
A number of authors have conceptualized the stages in-
volved in the process of planned change, notably Lippitt
et al
.
(1958), Havelock (1970), Huberman (1973), and
Berman and McLaughlin (1974). Not every one of the stages
they propose are necessarily a part of every innovative
process, however, nor do they always occur in the parti-
cular order they propose. The different stages often occur
simultaneously and the final objective may be achieved by
a process which does not follow a clear-cut developmental
sequence
.
Careful examination of the processes of planned change
as conceptualized by these authors reveals a great deal of
similarity in content and oftentimes wording. In order
to show this similarity in content and wording, the author
chose to group the various stages together under three main
categories representing major phases in the change process.
These categories are Pre-Installation, Installation and
Post-Installat ion
.
20
Pre
-Installation
Lippitt et al
. (1958)
The Client System discovers they need help, sometimes
with stimulation by the change agent.
The helping relationship between Client System and
Change Agent is established and defined.
The change problem is identified and clarified.
Alternative possibilities for change are examined,
change goals or intentions are established.
Havelock (1970)
Relationship- -development of a viable relationship
with Client System or a solid base within it.
Diagnosis -- finding out if client is aware of his
own needs.
Acquisition- - identification and acquisition of re-
sources relevant to solutions.
Choosing- -derive implications, generate range of
alternatives and settle upon a potential solution.
Huberman (1973)
Development of a need for change.
Establishment of a change relationship between agent
and client.
Clarification or diagnosis of Client System’s problem.
Examination of alternative routes and goals.
Establishing goals and actions required.
21
Berman and McLaughlin (1974)
Initiation-
-local officials conceive and formulate
plans, seek resources and make decisions about which
projects they should select and support.
While the stages in the process of planned change
noted above vary in number from author to author they are
all concerned with the initiation and adoption of innovation.
This initiation and adoption of planned change involves
for some of the authors the establishment of relationships,
the identification and clarification of a problem, the
acquisition of resources, the evaluation or choosing of
alternative possibilities, and a decision or adoption
step.
Installation
Lippitt et al . (1958)
Change efforts in the "reality" situation are defined.
Havelock (1970)
Acceptance- -try out and adopt.
Huberman (1973)
Transformation of intentions into actual change
efforts
.
Berman and McLaughlin (1974)
Implementation- -the project confronts the reality of
its institutional setting and project plans are
translated into practice.
22
The major issues addressed by the various authors in
the installation phase of planned change are concerned
with the generalization and stabilization of change, and
the defining, transforming and translating of change into
practice
.
Post -Installation
Lippitt et al
.
(1958)
Change is generalized and stabilized.
The helping relationship ends or a different type of
continuing relationship is defined.
Havelock C1970)
Sel f- Renewal - -development of internal capability to
maintain and to continue appropriate use without
outside help.
Huberman (1973)
Generalization and stabilization of change.
Achieving terminal relationship.
Berman and McLaughlin (1974)
Incorporation- - final stage when the innovation loses
its special project status and becomes part of the
normative behavior of the institutional setting.
The final stages described by the authors focus on the
need to internalize change. This involves the termination
of the relationship between the client and the change agent
and the ability of the client to continue the behavior
without help.
23
Summary
A wide selection of information on change exists in
the literature as witnessed by Havelock's documentation.
Included in this wealth of literature are a variety of
change definitions. While the definitions do differ they
share several essential points in common. These include:
the need for deliberateness, planning, acceptance, and
benefit or improvement to those being changed.
From a review of the literature presented in Part One,
one can conclude that the process of change, or how change
comes about, is indeed complex. The complexity is increased
by the effect of influences such as the institutional
setting, school pre-history, role definitions, and time
perspective
.
Havelock (1970), Lippitt et al . (1958), Huberman
(1973), and Berman and McLaughlin (1974) have all developed
models of the process of planned change. These processes,
while varying in the number of stages, exhibit a great deal
of similarity in content and wording.
The process of change will need to be considered
throughout this study and in particular in the development
of the interview protocol and survey utilized in Chapter
Three
,
Other issues pertaining to the role of a person
serving as change agent which must be considered are
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the need for
vs. internal
Whether
or internal
and Three of
an explicit definition of change and externa
change
.
change should be brought about by external
participation will be examined in Parts Two
this chapter.
1
The Role of Change Agent
The review of the literature in this part examines how
a change agent functions in the process of planned change.
Its purpose is to construct a description of the role of
change agent.
The Change Agent
Huberman (1973) views the change agent as operating
either external or internal to a system. He defines ex-
ternal and internal participation in change in the follow-
ing manner.
The external participants are
those exerting indirect influence through dissemination
of information, raising expectations or working sanc-
tions. These include non-educationists (public figures
or opinion leaders), foundations or research councils,
academics, industry, mass media and branches of the
national government. (Huberman, 1973, p. 19)
The internal are those directly concerned with the legal
or social system in education, including students,
teachers, school principals or directors, supervisors
or inspectors, local administrative directors, superin-
tendents, leaders of public instruction, parents,
t
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legislatures, national or regional ministries, judicial
authorities. ( Huberman, 1973, p. 19)
Whether a change agent is external or internal the role is
basically the samec to implement a change process. A
change agent may develop his or her own method of implemen-
tation or adopt or adapt a wide range of implementation
methods available in the literature.
The role of change agent reflected in the literature
can be broken down into three main functions- -initiator
,
facilitator, and internalizor
.
Initiator
. This function concerns itself with the
establishment of a change relationship between the agent
and the client including an assessment and appraisal of the
client system, selection of appropriate change objectives
and selection of the appropriate change strategy. (Havelock,
1970; Lippitt et al. 1958; Morrish, 1976).
Bell (1976) adds a further dimension to the agent's
role when he suggests one of the major functions of the
agent is to manipulate. He focuses attention on the
personal power (the ability to influence others) of the
change agent rather than the role power (the right to influ-
ence others)
.
Cuba’s (1967) six strategies are examples of the ways
such manipulation can be used. These strategies depend for
their selection on the personality and needs of the adopter.
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This involves the manipulation of the adopter by any of
six methods.
Value Strategy -
-the change agent appeals to the
professional in terms of value priorities.
Rational Strategy -
-the change agent convinces the
adopter on the basis of reasoned and logical arguments,
as well as through hard data, or the feasibility, utility,
and effectiveness of the innovation.
Didactic Strategy -
-the adopter is viewed as willing
but untrained.
Psychological Strategy - -the change agent uses the
adopter's need for acceptance, involvement, and inclu-
sion.
Economic Strategy - -the change agent compensates the
adopter for agreeing to adopt or deprives the adopter
if they refuse.
Authority Strategy - -the change agent compels by orders
which emanate from hierarchical superiors.
Facilitator . A review of the literature indicates that
this function includes: choosing the specific techniques
and modes of behavior which will be appropriate to each pro-
gressive encounter in the change relationship, recognizing
and guiding the phases of the change process, and acquiring
resources. In addition, the change agent facilitates an
examination of alternative routes or goals, the establishment
of the goals and actions required, and the transformation
of intentions into actual change efforts. (Havelock, 1970;
Lippitt et al. 1958; Morrish, 1976).
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Internalizor
. The change agent according to the
literature in this role perforins the following functions!
contributes to the development of the basic skills and
theories of the profession, gives solutions, facilitates
the adoption or adaption and installation of solutions,
promotes the generalization and stabilization of change,
and achieves a terminal relationship with the client.
(Havelock, 1970; Lippitt et al . 1958; Morrish, 1976).
Summary
Both internal and external change agents are seen as
performing the same roles-’-the implementation of the change
process. While a review of the literature shows a wide
variety of ways by which an agent implements change, they
can be broken down into three main functions- - initiator
,
facilitator, and internalizor.
Consideration of any change agent position should also
take into account the personal power (the ability to in-
fluence others) and the role power (the right to influence
others) of the people involved. Manipulation is one
example of the personal power that an agent can bring to
bear on personnel. This strategy would appear to be highly
useful to an agent since it is based on the personality and
needs of the adopter.
A change agent's effectiveness would likely be increased
if he/she knew the various processes of change, and was
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thereby able to choose and implement the appropriate change
strategy, and to achieve a terminal relationship with the
client. This terminal relationship involves the internali-
zation or institutionalization of the change process.
The Involvement of I nternal Change Agents in
the Management of Change
This section of the review of the literature will
examine the need for an internal staff position of change
agent being involved in the management of planned change.
Faced with a variety of potential change agents such
as those suggested by Huberman (1973) in a rapidly chang-
ing society where change itself seems to be the only con-
stant, the school administrator has the problem of deciding
who is to manage planned change in schools.
Owens and Steinhoff (1976) point to this problem when
they state that change agent mechanisms so familiar in
such technologically related fields as medicine and agri-
culture have not been well developed in education,
. . . an important link in the diffusion chain has
never been well developed in education, that is,
some equivalent to the agricultural extension service
to which schools and school districts would turn for
practical help in dealing with change. (Owens and
Steinhoff, 1976, p. 54)
29
The Principal as Change Agent
According to much of the literature, the prime
implementor of change until now has been the principal.
Many of the authors shared a common opinion that in order
for a school to institute major educational changes in the
face of widespread hesitance and inertia it is necessary
that there be strong leadership within a school.
Sarason (1971) points to the principal as the center
of this leadership for change within a school when he
states, "The principal in an urban system is the prime im-
plementor of change. Any proposal for change that is in-
tended depends primarily on the principal." (p . 13) Sara-
son sees the scope and responsibility of the principal being
set at the lower limits by the school committee and at the
upper limits by the individual principal. Howey (1974) also
views the principal as having the influence and oftentimes
the power to enhance or constrain significant renewal within
a school.
Havelock (1970) views the role power of the principal
in the same manner when he states
. .
.sometimes it helps to be in a formal position of
authority as leader or supervisor to bring about change
in a group. Most research studies show that the ad-
ministrator is the most important Gatekeeper of Change.
He sets the tone, opens the doors and provides the
support (psychological and material) even when he is
not the change agent in a formal sense. The more he
knows about the process of change the better, (p. 9)
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If indeed, the principal is the chief Gatekeeper of
Change, what happens when this traditional school hierarchy
is no longer capable of dealing with the multitude of
routinized concerns that face them daily, as Singer (1976)
points out.
Esty (1973) gave a vivid description of this increase
in routinized concerns when he reported that in a study
done by Donald Griffiths of New York University, four prin-
cipals' offices were videotaped and the tapes were then
analyzed. The investigators extracted 12,062 definable
problems brought to the four principals in fourteen days.
The investigators commented:
How anyone can handle problems in this frequency is a
real question. If it is necessary to handle the
number of problems in the time indicated, then perhaps
the principal's role should take on a completely dif-
ferent form. (Esty, p. 47)
Speaking to these ever increasing demands on the role
of principal, Sarason (1971) says
neither by previous experience nor formal training,
nor the process of selection is the principal prepared
for the requirements of leadership and the inevitable
conflicts and problems that beset a leader. Likewise
these background factors may not only be inadequate
as preparation, they may be antithetical to appropriate
performance in the role. In addition, the principal
is involved with a variety of special services that
are beyond his own ideas of knowledge and expertise
and because they are administratively not under his
jurisdiction, complicate his problems with leadership
responsibility and power, (p. 131)
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Howey (1974) likewise points to the myriad demands upon
the principals as being one reason why this agent cannot
have much direct effect on what happens behind the closed
doors of the classroom. He also points to the lack of
time most principals spend with their staff members and
to the fact that most principals are not trained to manage
comprehensive renewal.
Tye and Novokney (1975) strengthen this view of the
principal when they likewise state;
There is little in the nature of the classroom teacher,
there is little in the motivation of the teacher to
become a principal, there is little in the actual ex-
perience of the teacher with principals and there is
even less in the criteria by which a principal is
chosen to expect that the role of the principal will
be viewed as a vehicle and in practice used for
educational change and innovation, (p. 90)
The principal as shown in the literature is the
chief agent of change in schools. However, given the com-
plexities and increased scope and responsibility of their
position principals would appear unable to function
effectively as change agents. A number of authors have
suggested that a new position should be created to supple-
ment the principal in the role of change agent,
Owens and Steinhoff (1976) contend that organizational
development and organizational self renewal will not pros-
per unless the concept of internal change consultants on
the regular payroll is widely accepted.
32
The position of internal change agent, an employee of
the organization whose job is to assist in helping the
organization meet its self-renewal needs, is a relatively
new one. Only a small number of districts have experimented
with ways to establish such a position and ways to staff
it appropriately.
Owens and Steinhoff (1976) suggest however that "it
appears likely that the role of internal change agents or
consultants will become increasingly visible and formalized
in school districts in the years ahead." (p. 107)
Howey (1974) and Fibkins (1974) both call for a new
position to assume responsibility for leadership in renewal
and to help teachers and support staff personnel to utilize
their own power resources and creative strategies in plan-
ning renewal and retraining systems.
Regan and Leithwood (1974) imply that the new position
be a staff position when they comment that "it seems that
the closer the change agent is to the ultimate client, the
less likely there will be distortion destructive to the
basic integrity of the innovation." (p. 74)
Havelock (1970) points out the advantages of an insider
being involved in the change process as a change agent:
a staff man can be equally effective and sometimes
can provide help without threat that is difficult
to get from a superior, as an insider you are more
familiar with the system and you feel its problems
more deeply, you are also a familiar face and a
known quantity, (p. 9)
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Summary
The review of the literature in Part Three has been
focused entirely on an internal change agent, in addition
to the principal being involved in the management of plan-
ned change in schools. The literature combined with the
author's experiences in the Boston Public Schools both
as a teacher and Flexible Campus Coordinator led him to
focus on the role of internal change agent as being the
logical choice by which to supplement the principal's role
in the change process in the Boston schools.
The role of the principal as change agent is firmly
established in the writings of such authors as Sarason
(1971), Howey (1974), Tye and Novotney (197S) , Singer'
(1976), and Havelock (1970), Principals continue to
function as change agents. They maintain the power through
their position to enhance or constrain any renewal within
the schools.
The literature cast doubt on the principal, because
of the increased scope and responsibility of his or her
position, being able to continue as the chief agent of
change within a school. Many of the authors reviewed es*-
tablished a need for an additional staff position being
created to supplement the principal's role in meeting
school self-renewal needs. They cite as one of the major
>
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causes of this need the great increase in the scope and
responsibility of the principal's role within a school.
Esty (1976) witnessed this dramatic increase in both
the scope and responsibility of the principal's role in
his study. In Boston, desegregation, the implementation
of state laws such as Chapters 622 and 766, and other
changes such as expanded students' rights and unionism
have contributed greatly to the principal's increased
responsibilities
.
A case can be readily made on the basis of such evi-
dence for urban systems such as Boston developing addi-
tional methods of supporting change at the local level,
in particular, the establishment of a change agent posi-
tion. Owens and Steinhoff C1976) , Howey (1974) , Fibkins
(1974)
,
and Regan and Leithwood (1974) all call for a
new position being established within a system to assume
responsibility for change and renewal. Havelock argues
that a person in a staff position can be equally effective
as change agent as is the principal due to advantages such
as knowledge of a system, speaking the same language,
identification with a system’s needs, and aspirations
and familiarity.
In Part Four of this chapter the review of the liter-
ature in Parts One through Three, archival research, and
the experiences of the author will be used to develop a
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view of the Flexible Campus Coordinator as an on-line
change agent. This view will later be used in the analy-
sis of the evolution of the role of Flexible Campus Co-
ordinator to determine if in practice the coordinators
are functioning as change agents.
The Flexible Campus Coordinator as an On-Line
change Agent
The Flexible Campus Coordinators, because of their
unique role in the Boston Public School System, have the
potential to function as effective on-line change agents.
In this section, the literature reviewed in Parts One
through Three is combined with the author’s personal
experiences and archival research to develop a veiw of the
coordinator functioning in such a manner. The view de-
veloped here of the Flexible Campus Coordinator as an
on-line change agent is used later in Chapter Four to
analyze the evolution of the role of Flexible Campus Co-
ordinator with respect to the functions of change agents.
The coordinators' role in the Boston Public School
System can be considered unique for several reasons:
1. The Flexible Campus Program was developed by
staff and students in the Boston Public School
System with input from administration, parents
and outside resources (see Appendix A)
.
\
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2. The Flexible Campus Program, unlike the Parkway
Program and other urban attempts at change, was
designed to bring about major change within and
through the system by supplementing the traditional
academic offerings at the secondary level with
meaningful alternatives.
3. The Flexible Campus Coordinator position is an
established on-line post which has been in exis-
tence since 1971.
4. The job description of the coordinator is flexible
and takes into account the characteristics of
each school participating in the program.
These features noted above provide the potential for
the coordinators to supplement the principal's role in
meeting school self-renewal needs. A view of the Flexible
Campus Coordinator functioning as an on-line change agent
follows: This view incorporates the three way division
of functions presented earlier in this chapter.
As an initiator during the pre-installation phase of
the change process the Flexible Campus Coordinator should
1. Be able to initiate change projects.
2. Understand the process of change in relation to
the Boston Public School System and individual
high schools within the system,
3. Understand the personal and position power of
the Flexible Campus Coordinator in the change
process
.
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4. Establish and maintain a positive change
relationship with all components of the educa-
tion system in Boston.
5. Be knowledgeable about the resources available
to the Boston Public Schools.
6. Be able to select appropriate change objectives
and strategies for introducing change in the Bos-
ton Public Schools.
The Flexible Campus Coordinator, as a facilitator,
during the installation phase of the change process
should
:
1. Be able to facilitate the change process.
2. Acquire resources from the Boston community to
assist in the change process,
3. Recognize and guide the implementation phase of
the change process,
4. Be aware of how to adapt, adopt and install
solutions
.
5. Be able to generalize and stabilize change within
the school.
Finally, as an Internalizor during the Post-Installa-
tion phase of the change process the Flexible Campus Co-
ordinator should:
1. Be able to direct efforts aimed at internalizing
change projects within the Boston Public Schools.
2. Be able to suggest or provide solutions where
needed
.
3. Guide the adaption, adoption or installation of
solutions in the schools.
4. Develop an ongoing change relationship with the
school community using a variety of change
strategies.
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5. Withdraw from participating in a specific change
project upon internalization.
As stated in Part One of this chapter, one should be
aware that not every one of these steps is necessarily
a part of every innovative process, nor do they always
occur in the particular order proposed. The different
steps often occur simultaneously and the final objectives
may be achieved by a process which does not follow the
clear cut developmental sequence given.
The preceding view will be used later in Chapter
Four in analyzing the evolution of the role of the Flexible
Campus Coordinator in the Boston Public Schools from
1971 to 1978.
CHAPTER III
THE RESEARCH METHODOLOGY
The present study depended upon library and archival
research and the collection of data from schools. In
Chapter III, only the latter aspect of the research process
is addressed. The research methodology, including the
selection of participants and the process of instrument
development, is presented in this chapter. Also described
are the data collection and analysis procedures.
Participants
There are eighteen Flexible Campus Coordinators in
seventeen Boston high schools, sixteen of whom participated
in the study. The investigator chose not to include
himself and another coordinator who had served in the
position for only four months. In addition, the Urban
Studies Center Coordinator participated in the study. The
criterion for adding this coordinator to the study was that
the person in this position has been included in all meet-
ings of Flexible Campus Coordinators since the role's
inception. All seventeen participants completed a survey.
Six of the seventeen participants involved in the
study were interviewed as well. Three of the six coordina-
tors were chosen at random from the six magnet high schools.
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These three coordinators represented Boston Latin High
School, Copley Square High School and Madison Park High
School. The other three coordinators were chosen at ran-
dom from the ten district high schools. These three
coordinators represented the Jeremiah E. Burke High
School, Charlestown High School and South Boston High
School
.
Instrumentation
Two instruments were developed for this study,
a survey and an interview protocol. The survey was used
to collect data relating to perceptions of the role of
Flexible Campus Coordinator in the Boston Public School
System. The interview was developed so that additional
data concerning the evolution of the role of Flexible
Campus Coordinator might be provided. Responses to state-
ments about role development, school characteristics,
program development, and role descriptions were used to
obtain this information. The instruments were developed
by the author of the study with the assistance of the City-
wide Coordinator and former Flexible Campus Coordinators.
The Q Survey
The survey was designed so as to provide information
concerning perceptions of Flexible Campus Coordinators
about their roles in the Boston Public Schools from 1971
to 1978. The format adopted for the survey was that of the
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Q Technique. The procedures followed in instrument
development were those suggested by Stephenson ( 1953 ).
Q Technique utilizes a set of philosophical, psychologi-
cal, statistical, and psychometric ideas to conduct
research on an individual’s beliefs.
In the present study two aspects of the role of
the Flexible Campus Coordinator were of interest, change
agent functions and administrative functions. For each
of these functions 35 descriptive statements were initially
developed. Some of the statements came from the job des-
cription of the Flexible Campus Coordinator reported in
Chapter I. Other statements were developed. by the author
from the literature on change agents. To be retained
in the validation phase as part of the Q-sort instrument,
each statement had to be judged descriptive of one of the
two functions. Each statement was adjusted until there
was agreement between the author and the validator,
the Citywide Coordinator, as to its being representative
of one of the two functions. An example of a statement
describing an administrative function is "Chair the
Flexible Campus Advisory Team." A statement describing a
change agent function is "Develop programs to improve
attendance." Appendix B contains the list of 50 items,
25 for each function that were culled from the larger
pool of items. According to Stephenson (1953) for
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statistical purposes the number could not be below 40 to
50 items.
Q Technique ordinarily involves the set of statements
being given to the participants to sort into piles so as
to provide data on the attitude of the persons being
surveyed. The participants are required to sort the state-
ments or other stimulus objects on some dimension such as
frequency or importance into a number of categories. A
rank order procedure is used by the respondents to place
stimulus objects in piles or groups. The FCI and FCF
Q-sorts directions and recording materials are contained
in Appendix C. The responses of the participants to the
Q-sorts are then analyzed.
Of interest in the present study is the relative
importance of and time spent on the various administrative
and change agent functions. Therefore the Q-sorts utilized
in this study have been named the Flexible Campus Importance
(FCI) and Flexible Campus Frequency (FCF) Q-sorts in order
to distinguish them from other Q-sort instruments. Rank
order continuums from most important to most unimportant
and most frequent to most infrequent were set. The parti-
cipants were asked to sort the same set of statements into
both the seven importance categories and the seven
frequency categories indicated in Table 1. A specified
number of statements were to be placed in each category.
\
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TABLE 1
Categories for FCI and FCF Q-Sorts
FCI Category No. of Statements FCF Category
Most Important 3 Most Frequent
Very Important 4 Very Frequent
Somewhat Important 10 Somewhat Frequer
Neutral 16 Neutral
Somewhat Unimportant 10 Somewhat Unim-
portant
Very Unimportant 4 Very Infrequent
Most Unimportant 3 Most Infrequent
The Interview Protocol
The interviews along with archival research were used
to augment the Q-sort Survey findings concerning the
evolution of the role of Flexible Campus Coordinator. The
questions initially developed were utilized in trial inter-
views with the Citywide Coordinator of Flexible Campus and
the second coordinator of English High School. The in-
terview protocol was then modified. The questions listed
in Appendix D were designed to provide the following
information:
1. The development of the role of Flexible Campus
Coordinator in the Boston Public School System
(Research objective #1).
2. The effect of a school's being designated Magnet
or District on the role of the Flexible Campus
Coordinator (Research objective #2).
3 How well the role of Flexible Campus Coordinator
meets the intent of being a change agent (Re-
search objective #3).
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In Table 2 the specific questions posed to secure
these kinds of information are enumerated.
TABLE 2
INTERVIEW QUESTIONS CATEGORIZED ACCORDING TO
RESEARCH OBJECTIVES
Development of the role of Flexible Campus Coordinator in
the Boston Public School System.
What do you perceive the role of Flexible Campus
Coordinator to be?
How has your position changed in scope and areas of
responsibility, since you began as Flexible Campus
Coordinator?
Do you feel that it is the proper direction?
Explain briefly.
What are the three most successful Flexible Campus
experiences you have been involved in, in your role
as Flexible Campus Coordinator?
What are the three least successful Flexible Campus
experiences you have been involved in, in your role
as Flexible Campus Coordinator?
The effect of a school’s being designated Magnet or
District on the roles of the Flexible Campus Coordinator.
What are the three most positive influences on the
Flexible Campus Program, you have met in your role
as Flexible Campus Coordinator?
What are the three most negative influences on the
Flexible Campus Program you have met in your role
as Flexible Campus Coordinator?
How does the geographic location of your school
affect your Flexible Campus Program?
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This question was used for coordinators
only
:
from magnet schools
How does the designation of your school as a Magnet
School affect your Flexible Campus Program? How
does your program differ from that of the district
schools?
This question was used for coordinators from district
schools only:
How does the designation of your school as a District
School affect your Flexible Campus Program? How
does your program differ from that of magnet schools?
How well the role of Flexible Campus Coordinator meets the
intent of being a change agent.
What process is there at your school for designing
curriculum and deciding what the learning experiences
of students are to be?
What meaningful alternatives have you been a part of,
the development process of, or development yourself?
Is there a systematic process at your school for
helping students organize and make sense of their
various learning experiences? In your role as
Flexible Campus Coordinator are you satisfied with
your part in this process?
Collection of Data
In this section the administration of the instruments
is described.
Q-Sort
s
The Flexible Campus Coordinators were asked at their
March 3, 1978, meeting to take the FCI and FCF Q-sorts at
their next regularly scheduled meeting. Following an
explanation of the purpose of the instruments and a
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description of the instruments all of the coordinators
indicated they would participate. The coordinators ex-
pressed a great deal of interest in learning the results.
The FCI and FCF Q-sorts were administered at the
next regularly scheduled meeting on March 22, 1978. The
coordinators from ten of the school eligible were asked
to complete the FCI and FCF Q-sorts at that meeting. The
remaining coordinators completed the Q-sorts at the April 7,
1978 meeting. Each of these data collection sessions
lasted about one hour. The investigator presented the
tasks and monitored both data collection sessions.
The Interviews
The interviews were conducted by the investigator
during the months of May and June, 1978. The interviews
ranged from thirty to fifty minutes in length. Responses
were taped to facilitate later analysis.
Data Analysis Procedures
The data collected was analyzed in stages so as to
answer the three research questions posed for the study.
Each stage of the data analysis process as it relates to
these three research questions is described below.
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Analysis of the Q Survey
The Q-sort data was analyzed in this stage as it
relates to the three research questions.
Each of the FCI and FCF Q-sort category piles were
assigned a value from seven to one, with "7" being assigned
to statements in the most important or most frequent piles
and **1" to statements in the most unimportant and most in-
frequent piles. The values allotted to the ordered cate-
gories are shown in Table 3.
TABLE 3
FCI AND FCF Q-SORT VALUES
FCI Category Values FCF Category
Most Important 7 Most Frequent
Very Important 6 Very Frequent
Somewhat Important 5 Somewhat Frequent
Neutral 4 Neutral
Somewhat Unimportant 3 Somewhat Infrequent
Very Unimportant 2 Very Infrequent
Most Unimportant 1 Most Infrequent
The values assigned to the 50 items in each Q-sort
for each of the participants were then analyzed in three
steps
.
First, the mean was calculated for all seventeen
participants for each statement in both the FCI and FCF
Q-sorts. The 50 means were then rank ordered separately.
The results were analyzed with relation to research
question one to determine the prevailing perceptions of
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the roles of the Flexible Campus Coordinators as held by
the coordinators.
Second, the mean for each statement in the FCI and
'FCF Q-sorts was calculated first for the magnet coordina-
tors and then for the district coordinators. The means
were then rank ordered according to importance and fre-
quency for both the magnet and district coordinators.
The 25 administrative and 25 change items in both the FCI
and FCF Q-sorts were then rank ordered by means for the
tfiagnet and district coordinators.
This data was then analyzed in relation to research
question two to determine whether differences in the per-
ceptions of the roles among coordinators can be accounted
for by their schools being designated as either Magnet or
District
.
Finally, the 25 change agent statements used for both
the FCI and FCF Q-sorts were sorted into the three roles
of an on-line change agent described previously in Chapter
II--initiator
,
facilitator, and internal izor . An independent
coder also sorted these change agent statements according
to the same three categories. There was agreement of 96 per-
cent between the investigator and the independent coder
as to the sorting of statements. (See Appendix E for a
listing of the change agent statements by role.)
\
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The ranks of the sorted statements were then
analyzed by the investigator for (a) the entire sample,
(b) district coordinators, and (c) magnet coordinators
with relation to research question three to determine
if the coordinators perceive themselves, to be performing
the various functions of change agents.
Analysis of Interview Data
The interview data was analyzed in this stage as it
related to the three research questions. The method of
analysis in this stage involved a three step process for
each of the three research questions. These steps were;
1. The interview data for each research question was
listened to and coded by the author according to
content analysis procedures below.
2. The interview data was then listened to and coded
by an independent reader using the categories
developed by the author.
3. A percent of agreement between the two readers
was then determined.
A coding system was devised for content analysis of
the responses to the thirteen questions listed in Table 2.
The development of a coding system followed the five steps
suggested by Crittenden (1971).
1. Specification of the size of the coding unit to
be used in determining responses.
2. The generation of a set of possible response
categories for each question,
3. The assigning of a set of numerical code designa-
tions
.
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4. The designation of a set of rules for assigningdata to categories. ^
5, The listing of examples for each category to
assist in the assigning of data to appropriate
categories.
For each of the thirteen questions, appropriate alter-
native response categories were then cdnstructed
. The
author used various responses of randomly selected parti-
cipants and his own experiences during the interviews to
develop a list of possible response categories. These
categories were then reviewed, evaluated, and revised. The
examination of all possible responses was considered im-
practical given the small size of the sample. The author,
therefore, made use of "other” and "no answer" categories
in order to cover all possible answers.
In order to analyze quantitatively the coded data
only one response per question could be used where it was
important to distinguish insignificant from significant
responses. The coder was directed to choose "the most im-
portant response" in these cases. When multiple responses
were considered important, the coder was directed merely
to indicate whether a particular response category had been
given or not.
Prior to the final use of the coding instrument, numbers
were assigned to each response category and examples of
direct quotations listed for each category (coding instruc-
tions). Instructions are contained in Appendix F.
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In order to test the logical and objective nature of
the coding instrument, the percentage of agreement between
the author and an independent coder for each question was
calculated for the six interviews. The author selected
a graduate student with experience as a Flexible Campus
Coordinator as the independent coder. The author trained
the independent coder in the use of the instrument by ex-
plaining the purpose of the study, the criteria for coding
categories, the coding suggestions, and directions.
The percentage of agreement between the author and
the independent reader was determined by dividing the number
of judgments identically made by the entire number of
judgments. This produced an observed agreement of 93 per-
cent. The logical and objective nature of the coding
instrument is indicated by this good inter-coder reliability.
Integration of Data from Various Sources
The archival data was searched for documentation re-
lated to the evolution of the role of Flexible Campus Co-
ordinator. Inferences were drawn from the data located with
respect to the view of the Flexible Campus Coordinator
as a change agent developed in Part Four of Chapter II.
The author, having completed the three stages grouped
the results, combining statistical data with directly
quoted passages and examples to demonstrate trends and to
draw conclusions.
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In Chapter IV the data collected is presented and
analyzed so as to answer the three research questions.
CHAPTER IV
DATA PRESENTATION AND ANALYSIS
This chapter answers the three research questions
listed in the Statement of the Problem Section of Chapter
One through a presentation and analysis of data. Each
question is answered by combining statistical data, quoted
passages and examples from (a) Q-sorts, (b) interviews,
and (c) archives to demonstrate perceptions and to draw
conclusions
.
Data analysis in this chapter begins with an examina-
tion of the data related to the first research questions,
which deals with the perceptions of the coordinators as
to how the role has developed and evolved. The analysis
continued with a comparison of the roles of Flexible Campus
Coordinator in magnet and district schools. Finally the
collected data is examined to see whether the Flexible
Campus Coordinator meets the intent of being a change
agent. The data collected for this study provided informa-
tion on a variety of perceptions and beliefs held by the
Flexible Campus Coordinator.
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Research Question One
As noted in Chapter I the position of Flexible
Campus Coordinator was originally approved in August, 1971
and was reaffirmed by the School Committee in May, 1973.
The coordinator was held responsible for the overall sup-
ervision of the Flexible Campus Program at each school.
Each school was allowed to develop a dis-
tinct plan for itself so as to meet the changing needs
and interests of its students. Although there was no
master plan for all schools there were more similarities
than differences among the programs of each school.
The original job description of the coordinators
given in Chapter I was a result of these similarities.
While the roles of the coordinators were distinct from
school to school it was presumed they would share in
common many of the administrative functions included in the
description
.
The administrative functions included in the original
job description were used as the basis of administrative
statements for the Q-sorts. Few change agent functions
were detailed in the original description even though
"providing alternative learning experiences both in the
high school and off campus in the Greater Boston Community"
the researching objective of the program.was given as
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The Flexible Campus Coordinators submitted a new
job description to the Associate Superintendent in charge
of curriculum early in 1977. The coordinators felt that
this new job descript ion, which follows in Table 4, was
justified by changes that had occurred in the role since
its inception. As reference to Table 4 indicates, many
of the original administrative functions of the position
were consolidated under the administration and supervision
responsibility. Two new areas of responsibility involv-
ing change agent functions were then added. These two
areas included responsibility for university and business
partnerships and for curriculum and staff development.
The perceptions of the coordinators as to changes in
the role are mirrored in this revised job description,
for it points to:
1. An increased number of off-campus students whose
programs need coordination.
2. The coordination and development of the Business
Partnerships
.
3. The coordination and development of University
Pairings
.
'4. Assistance in the development of grants including
636 and ESAA minigrants.
5. Gradual assumption of responsibility for curri-
culum development.
6. An increased workload due to the number and
variety of off-campus resources for both teachers
and students.
\
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TABLE 4
REVISED JOB DESCRIPTION OF FLEXIBLE CAMPUS
COORDINATORS
The Flexible Campus Coordinator functions as the liaison
between the Greater Boston community and the classroom;
servicing students directly by coordinating alternative
programs with individual student needs, as well as pro-
viding a vital link between community resources and the
classroom teacher. Among the responsibilities of the
position are the following:
1. Overall responsibility for the administration and
supervision and evaluation of both on-campus and
off-campus programs for students in their schools:
- provide orientation, interview, and assign all
students interested and eligible to participate
in the particular Flexible Campus program suitable
to their needs,
- coordinate each program in terms of scheduling,
implementation, and evaluation,
- maintain all required office records including a
dossier of all students present and last year
who have at any time participated in Flexible Campus
programs
,
- chair the school's Flexible Campus Advisory Team,
- serve as a liaison between the Citywide Coordinator
and the school,
- serve as a liaison for their school in the planning
and implementation of the Metropolitan Collabora-
tive programs,
- carry out those additional duties that the Associate
Superintendent, Instructor, Citywide Coordinator,
and Headmaster may require.
TABLE 4 (Continued)
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2. Coordinate and develop community resources for their
school, specifically with the university and business
partners designated for their particular school:
- attend all required meetings, workshops, and con-
ventions
,
- assess student and faculty needs and coordinate
the business and university resources to meet
those needs,
- participate in the design and development of pro-
posals to establish educational programs, especially
those in collaboration with university and business
partners
,
- coordinate all community resource people providing
services within their school,
- provide assistance to the classroom teachers in the
utilization of community resources both inside and
outside the classroom, including the development of
mini-grants to supplement classroom activity,
- maintain a file of community resources for use by
the teachers,
- site visitations,
- maintain liaison with School Volunteers of Boston.
3. Liaison between school and central administration for
curriculum and staff development:
- developing, administrating, and implementing alter-
native and supplementary educational programs,
-
participating in curriculum development at their
school
.
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7. Responsibility for developing, implementing, and
administering alternative programs.
The growth of the off-campus program alone merits
further description. The four-fold growth of student en-
rollment in off-campus programs between 1971 and 1976 is
reflected in Table 5.
TABLE 5
STUDENT ENROLLMENT IN OFF-CAMPUS PROGRAMS
1971-1976
Year Number of Students Off-Campus
1971-72 1155
1972-73 194 8
1973-74 2433
1974-75 3026
1975-76 4302
During the first year, the Flexible Campus Program was
restricted almost entirely to 12th grade students. The
1155 seniors went to 166 off-campus sites described in
Table 6. The 1976 evaluation showed 4302 participants in
the program comprised of the students from all classes
as follows: 401 seniors, 26 % juniors, 181 sophomores,
and 161 freshmen. The off-campus learning sites had
risen in number from about 150 to over 500.
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TABLE 6
COMPARISON OF NUMBER OF OFF-CAMPUS SITES IN 1971
AND 1976 FOR STUDENTS ENROLLED IN FLEXIBLE
CAMPUS PROGRAMS
Site 1971-72 1976-77
Institutions of Higher Learning 20 35
Business Enterprises 35 200
Social Service Agencies 41 100
Government Institutions 16 21
Cultural and Media Agencies 9 35
Elementary Schools 21 15
Miscellaneous 24 100
In 1977 a survey of the coordinators was conducted
by the Citywide Coordinator to determine how many assumed
responsibility for Business Partnerships and University
Pairings. This survey showed all of the eighteen coordin-
ators performing one or more of these functions: meetings,
performing needs assessments, grant writing, coordination
of resources, and assisting teachers in the utilization
of resources as noted in Table 4. While involving some
administrative duties these functions are basically inno
vative and involve the coordinator in the process of change,
as opposed to the more routine administrative chores
de-
tailed in the original job description.
The revised job description, the increase in the
student enrollment, and the nature of the new
administra-
tive responsibilities for all indicate that the
role of
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Flexible Campus Coordinator is increasingly incorporating
change agent functions.
To determine in what direction the coordinators per-
ceived the role to have changed and evolved the coordin-
ators were asked to respond to the FCI and FCF Q-sorts.
Of particular interest to the investigator were the posi-
tions accorded administrative and change agent functions.
The 50 statements rank ordered according to the
mean for all seventeen participants for both the Importance
and Frequency Q-sorts are given in Tables 7 and 8. Possible
means range from 1, when everyone ranked it in the lowest
category, to 7 if everyone ranked it in the -highest cate-
gory.
Within the top ranked statements, those ranked from
1 to 10.5, in the Flexible Campus Importance Q-sort (see
Table 7) eight statements were descriptive of administra-
tive functions and three were descriptive of change
agent functions. The eight administrative statements
included:
Placement and supervision of students interested in
off-campus aspects of the program.
Interview students interested in off-campus aspects
of the Flexible Campus Program.
Evaluate students involved in off-campus aspects of
the Flexible Campus Program.
Participating
Coordinators
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Act as liaison with the Citywide Coordinator of
Flexible Campus.
Orientation of students on off-campus aspects of
the Flexible Campus Program.
Maintain dossiers of students who have participated
in the off-campus program.
Placement and supervision of students interested in
on-campus aspects of the program.
Provide faculty orientation for Flexible Campus.
Each of these statements was taken from the original job
description
.
The high ranks given these eight statements from the
original job description indicate that the coordinators
still perceive their primary role to be administrat iye in
nature. The coordinators would appear to be mainly
dealing with program maintenance by the emphasis placed on
supervision and counseling of students.
The three top ranked statements descriptive of change
agent functions detailed in the revised job description
were
:
Develop and implement alternative programs at your
school
.
Evaluate Flexible Campus Programs.
Involve students in decision making on their indi-
vidual plans of instruction.
These three statements, while not ranked in the top five
do corroborate by their position modifications in the
job description described earlier, since they reflect
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actual perceptions that the coordinators have of their
role. The incorporation of change agent functions into
the role of Flexible Campus Coordinator appears to be
taking place.
An analysis of the frequency Q sort data presented
in Table 8 further indicates that the coordinators per-
ceive themselves mainly functioning as administrators.
Ten of the top twelve ranked statements were descriptive
of administrative functions:
Placement and supervision of students interested
in off-campus aspects of the program.
Interview students interested in off-campus aspects
of the Flexible Campus Program.
Orientation of students on off-campus aspects of the
Flexible Campus Program.
Maintain dossiers of students who have participated
in the off-campus program.
Evaluate students involved in off-campus aspects
of the Flexible Campus Program.
Act as liaison with the Citywide Coordinator of
Flexible Campus.
Schedule students interested in off-campus aspects
of the Flexible Campus Program.
Placement and supervision of students in career
experience programs.
Schedule students interested in on-campus aspects
of the Flexible Campus Program.
Schedule students interested in off-campus aspects
of the Flexible Campus Program.
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The two top ranked statements descriptive of change
agent functions were:
Involve students in decision making on their indi-
vidual plans of instruction.
Develop and implement alternative programs at your
school.
These two statements, however, were ranked 6.5 and 11th
among the top ranked statements, indicating that the large
majority of a coordinator’s time is spent on administra-
tion not on change agent functions.
Two items rank ordered near the top of the frequency
Q-sort which were administrative in function indicative
of a wider scope for the original Flexible Campus Program
were
:
Placement and supervision of students in career
experience programs.
Placement and supervision of students in work
experience programs.
While ranking high in frequency they were not considered
to be highly important. These two functions were not
considered in either job description to be roles of the
Flexible Campus Coordinators. The majority of coordinators
feel that career experience and work experience programs
are important but should come under the administration
and supervision of a vocational educational coordinator.
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TABLE 9
COMPARISON OF RELATIVE POSITIONS OF ADMINISTRATIVE
AND CHANGE AGENT STATEMENTS ON THE FCI Q-SORT
Ranking No. Administrative
Statements
No, Change Agent
Statements
Top 15 12 3
Middle 19 9 10
Bottom 16 4 12
TABLE 10
COMPARISON OF RELATIVE POSITIONS OF ADMINISTRATIVE
AND CHANGE AGENT STATEMENT ON THE FCF Q-SORT
Ranking No. Administrative
Statements
No. Change Agent
Statements
Top 15 12 3
Middle 18 8 10
Bottom 17 5 12
Reference to Tables 9 and 10 further indicates that
the coordinators perceive themselves to be functioning
mainly as administrators.
Of special interest is the position in the FCI and FCF
Q-sorts of the three items related to the additional
responsibilities of the revised job description. Reference
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to Table 11 indicates that the coordinators as a group
would appear to consider their role with respect to Uni-
versity Pairings and Business Partnerships of low priority
according to the criteria of importance and frequency.
Few attributed a great deal of importance to these new
functions nor did they indicate that they performed them
/ very often. However, the rank given the Development of
Alternatives item showed that increased attention was
being given to this change agent function.
TABLE 11
COMPARISION OF RANKS OF ITEMS RELATED TO THE
REVISED JOB DESCRIPTION IN THE FCI AND
FGF Q-SORTS
I tern FCI Rank FCF Bank
Coordination of the
Business at your school 28.0 13.5
Coordinating of the
University Pairing at your
school 43.0 42.5
Develop and implement
alternative programs at
your school 7.0 11.0
The author, after analyzing the preceding data, then
posed the question, "Are there differences in the percep-
tions of the role among coordinators which can be accounted
for by their school being designated as either Magnet
or
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District?" In the next section of this chapter, data
related to this second research question is presented and
analyzed.
Research Question Two
The designation of a school as either Magnet or
District is a broad classification encompassing several
subtle differences. These include staffing, location
enrollment, budget, curriculum, and philosophy.
All of the high schools in the City of Boston are
designated as either Magnet or District schools. The
Flexible Campus Coordinators at all of the schools, how-
ever, share a common job description. The author elected,
therefore, to analyze the data in relation to the percep-
tions which the Magnet and District Coordinators had of
their roles to see if any differences existed.
The 50 statements rank ordered according to the
mean for the seven Magnet and ten District Coordinators
for both the Importance and Frequency Q-sorts are given
in Tables 12, 13, 14, and 15. Possible means range from
one when everyone ranked it in the lowest category to
seven if everyone ranked it in the highest category.
The two statements top ranked by both Magnet and
District Coordinators were the same for the FCT and FCF
Q-sorts
:
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Placement and supervision of students interested in
off-campus aspects of the program,
Interview students interested in off-campus aspects
of the Flexible Campus Program,
The top ranking given to these two statements indicates
that the Magnet and District Coordinators agree that their
major role is administrative. The fact that the statements
are the same in both samples indicates that the two groups
view supervision and counseling of students as their pri-
mary function.
TABLE 16
COMPARISON OF RELATIVE POSITION OF CHANGE AGENT
AND ADMINISTRATIVE STATEMENTS ON THE FCI Q-SORT
FOR MAGNET AND DISTRICT COORDINATORS
Ranking Administrative Change Agent
Magnet District Magnet District
Top 16 10 14 6 2
Middle 16 8 7 8 9
Bottom 18 7 4 11 14
Table 16 compares the relative position of adminis-
trative and change agent statements from the FCI Q-sort
data presented in Tables 12 and 13. The District Coordina-
tors rankings show that they perceive themselves to be
administrators. The Magnet Coordinators rankings, however,
suggest that these coordinators, while considering the
\
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administrative roles as important, do attribute more
priority to the change agent roles than do the District
Coordinators
.
TABLE 17
COMPARISON OF RELATIVE POSITION OF CHANGE AGENT
AND ADMINISTRATIVE STATEMENTS ON THE FCF Q-SORT
FOR MAGNET AND DISTRICT COORDINATORS
Ranking Administrative Change Agent
Magnet District Magnet District
Top 13 10 10 3 3
Middle 19 6 10 13 9
Bottom 18 9 5 9 13
The comparative ranking of FCF Q-sort data presented
in Tables 14 and 15 further establishes the fact that both
groups of coordinators perceive themselves as administra-
tors. Neither group indicated that they perceived them-
selves to be change agents. It is interesting, in fact,
to note that while the Magnet Coordinators indicated in
Table 16 that Change Agent roles were somewhat important
the data in Table 17 suggests that they do not perform them
very often.
In Tables 12-15 the investigator also presents the
rank orders of the Magnet and District Coordinators for
each of the 50 statements in the FCI and FCF Q-sorts.
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Where the Magnet Coordinators ranked a statement higher
than the District Coordinators, the direction of the dif-
ference was labeled plus (+) . When the Magnet Coordinators
ranked a statement lower than the District Coordinators
the difference was labeled minus (-).
Differences in rankings ranged from -31 to +30. It
is of interest to examine the data in more detail to deter-
mine more precisely what the nature of the differences
is
.
A substantial difference in perceptions was arbitrarily
defined as one beyond plus or minus 15. In the FCI Q-sort
eight statements had differences of plus or minus 15 in
their rankings. Of the eight statements, four were admin-
istrative and four were change agent.
Of the four administrative statements, three were
ranked higher by the District Coordinators, one by the Mag-
net Coordinators. The four change agent statements were
all ranked higher by the Magnet Coordinators. For those
statements showing substantial differences in perception,
the Magnet Coordinators consistently ranked change agent
statements as more important, while District Coordinators
tendedto rank administrative statements as more important.
Twelve statements in the FCF Q-sort had differences
of 15 plus or minus in their rankings. Four were
adminis-
trative and eight were change agent statements. The
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District Coordinators ranked the four administrative
statements higher than the Magnet Coordinators. The Mag-
.net Coordinators ranked six of the eight change agent
statements higher than the District Coordinators.
In statements which indicated substantial differences
in perceptions of frequency the Magnet Coordinators fairly
consistently assigned a higher rank to change agent state-
ments and District Coordinators ranked administrative
statements higher.
TABLE 18
COMPARISON OF RANKS OF ITEMS RELATED TO THE
REVISED JOB DESCRIPTION IN THE FCI AND FCF
Q-SORTS BETWEEN MAGNET AND DISTRICT
COORDINATORS
Statement FCI
Magnet
Rank
District
FCF Rank
Magnet District
Coordination of
the Business
Collaborat ion
at your school 15.0 33.5 38.0 7.0
Coordination of
the University
Col laborat ion
at your school 44.5 41.0 28.5 44.5
Develop and Im-
plement Alterna-
tive Programs at
your school 7.5 8.0 13.0 12.0
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Reference to Table 18 shows the rankings in the FCI
and FCF Q-sorts of the three statements related to the
additional responsibilities of the revised description.
The Magnet Coordinators, while attributing relatively
high importance to the coordination of the Business Colla-
borations, give low priority to the frequency with which
they perform this function. The District Coordinators
on the other hand attribute little importance to this
statement but would seem to perform this task frequently.
Neither group would appear to consider their role with
respect to University Pairings of high priority according
to the criteria of importance and frequency..
The rankings given to the statement "Developing and
implementing alternative programs at your school" indicate
that both groups attribute a great deal of importance to
this role and perform the role frequently.
In the next section of this chapter data related to
the third research question is presented and analyzed.
Research Question Three
The view developed in Chapter II, Part Four of the
Flexible Campus Coordinators as on-line change agents is
used in this section as a basis for analyzing the data
related to the coordinators’ meeting the intent of being
change agents. The on-line change agent position calls
for the coordinators to function in three roles,
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(a) Initiator, (b) Facilitator, and (c) Internal izor
.
A comparison of the rank orders assigned to initiator
statements on Table 19 shows that the coordinators as a
group and separately as Magnet and District Coordinators
do not perceive the initiation of change to he important.
Only one of the eight statements descriptive of an Initia-
tor role in the Importance Q-sort was ranked in top 25
for the entire sample.
The Magnet Coordinators did rank five of the ciglit
Initiator statements higher than their District counter-
parts, thus demonstrating a slight tendency to consider
the Initiator role more important. The differences
between rankings, however, were rather insignificant.
In the Frequency Q-sort only one of the Initiator
statements was ranked in the top 25 for tl\e entire sample
Til is demonstrates tliat the entire sample, in addition to
not considering the Initiator role important, do not
perform the functions of the role frequently.
There were no obvious differences between the percep
tions of the Initiator role with respect to frequency
ns held by the Magnet and District Coordinators. The
Magnet Coordinators ranked four of tlie statements higher
tlian the District Coordinators and four lower than the
District Coordinators.
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TABLE 19
Comparison of Rank Ord crs for Ini t- iator Statements Hotwcpn the
. ....... Entire. ’sample and District and Magnet,
-
. .
Coordinators
Importance Frequency
All District Magnet Statement All District
.
Magnet
— * ‘ ‘
47.0 45.5 47.5 Write proposals for 47.5 50.0 23.0
• grants, i.e., 636,
mini grants. '
,
32.5 36 .
5
2975 Serve as a member of 35:5 37‘.'5 2d.
5
your school '
s
curriculum team.
; A
•
49.0 50.0 47.5
i
Develop in-service
,
50.0 49.0 50.0
workshops designed
for the professional \
improvement of staff. 1
42.0 45.0 29.5 Develop strategics to 25.0 22.0 4 0.5
help integrate the
world of the cultur- V
* ally different student
into the life of the
school
.
•
•
)
21.5 20.0 25.5 Develop special pro- 28.5 35.0 17,. 5
* N. grams for gifted or
talented or students
with special needs. •
17 ;. 532.5 41.0 13.0 Develop programs to 35.5 40.
&
improve attendance.
1
'
36.0 32.0- 41.0 Encourage
curriculum
development by working 35.5
1
33.0 40.5
with informal groups
of staff members.
j 46.5
47.0 49.0 41.0 Discover community 49.0
‘ 46.0
•
views on needed
curriculum change.^
.
1
r-
1
Median:
.f
1
39.0 43.0 35.3
1
3515 39.0 34.5
I
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An inspection of the median rank orders of Initiator
statements on both the FCI and FCF Q-sorts further demon-
strates that the coordinators do not perceive this function
to be important, nor performed frequently.
Reference to Table 20 shows that the coordinators
as a group do not consider the role of Facilitator to be
important since of the nine statements descriptive of this
role, only one was ranked in the top 25,
The Magnet Coordinators ranked five of the nine
Facilitator statements higher than the District Coordina-
tors, Three of the nine statements were rank ordered
in the top 25 by the Magnet Coordinators and only one by
the District Coordinators, This data suggests that the
Magnet Coordinators perceive the Facilitator role to be
slightly more important than do the District Coordinators.
The Flexible Campus Coordinators as a group only
rank ordered one of the Facilitator statements in the
Frequency Q-sort in the top 25, The Magnet Coordinators
ranked five statements in the top 25, thus indicating
that while they do not consider the role to be important
they do perform it somewhat frequently.
The District Coordinators ranked five of the nine
Facilitator statements in the top 25 in the Frequency
Q-sort. This indicates that the District Coordinators,
like the Magnet Coordinators, while not giving priority
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TABLE 20
Comparison of Rank Orders for Facilitator Statements Between
The Entire Sample and district and Magnet Coordinators
All
Importance
District Maqnet
Statement
^
Frequency
District Magnet
28.0 33.5 15.0 Coordination of the
Business Collabor-
ation at your
school
.
38.0 7.0 13.5
36.0 35.5 29.5 Coordination of the
Cultural Collabor-
ation at your
school
.
34.5 40.5 38.5
43.0 41.0 44.5 Coordination of the
University Pairing
at your school.
28.5 44.5 42.5
28.0 26.0 36.0 Act as liaison for 28.5
your school in
planning and imp-
lementing Metro-
politan Collaborative
Progreuns
.
22.0 25.0
44 .
S
43.0 44.5 Work with parochial
school systems to
share educational
or other programs.
43.5 44.5 45.0
7.0 7.5 5.0 Develop and implement
alternative programs
at your school.
13.0 12.0 11.0
40.5 39.0 ' 36.0 Arrange for new types
of instruction.
34.5 40.5 32.0
32.5 28.5 36.0 Suggest possible
curriculum resources
to teachers.
28.5 19.0 21.0
28.0 28.5 22.5 Maintenance of
community resource
file for use by
teachers.
28.5 25.0 25.0
Median:
32.5 33.5 36.0 28.5
25.0 25.0
V
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to the role's importance, also carry out the role.
The median rank orders of the Facilitator statements
of the FCI and FCF Q-sorts reflect both the relative unim-
portance of the role and its being performed with modest
frequency
,
Of the eight Internalizor statements listed in Table
21, the entire sample rank ordered four in the top 25
in the Importance Q-sort. Fifty percent of the statements
descriptive of the Internalizor role were therefore con-
sidered to be above average in importance. This suggests
that the coordinators are somewhat perceptive of the impor-
tance of the Internal izors functions.
The Magnet Coordinators ranked five Internalizor
statements in the Importance Q-sort in the top 25. The
District Coordinators ranked four Internalizor statements
from the same Q-sort in the top 25. Both groups of co-
ordinators would therefore appear to perceive the Inter-
nalizor role as moderately important.
The Frequency Q-sort rankings demonstrate that the
role is also being performed frequently. The entire sample
and the Magnet Coordinators ranked five of the eight
statements in the top 25. The District Coordinators ranked
four of the eight statements in the top 25. This indicates
that the coordinators perceive the Internalizor role as
being performed fairly frequently.
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TABLE 21
Comparison of Rank Orders for I nternal ir.or Statements Between
The Entire Sample and District and Magnet Coordinators
Importance Statements Frequency
All District Maqnet All District Maqnet
8.0 9.5 10.0 Evaluate Flexible
Campus Programs.
18.
C
19.0 17.5
50.0 48.0 50.0 Chair the School's
Curriculum Team.
45.5 47.5 28.5
40.5
t
41.0 36.0 Kelp teachers adapt
the curriculum to
fit the needs of
students.
40.0 37.5 43.5
36.0 35.5 29.5 Assure coordination
and cooperation
among specialized
academic staff.
28.5 30.0 28.5
26.0 37.5 7.5 Work through admin-
istrative superiors
to promo t school
initiated curriculum
changes.
16.5 30.0 4.0
17.5 23.5 18.5 Use community based
resources to enrich
the curriculum.
16.5 16.0 12.5
10.5 17.0 4.0 Involve students in
decision making on
their individual
plans of instruction
8.5 8.5 8.5
21.5 23.5 22.5 Assess student and
faculty needs.
21.0 22.0 23.0
Median:
23.8 28.0 20.5 18.0 26.0
21.3
N.
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The median rank orders of the Internalizor
statements on both the FCI and FCF Q-sorts also demon-
strate that the Internalizor role is considered to be mod-
erately important and performed fairly frequently.
Overall the Flexible Campus Coordinators perceive
the three roles of a change agent developed in Chapter II,
Part Four differently. Neither the District nor Magnet
Coordinators perceived themselves to be Initiators or
Facilitators of change, as indicated by their rank order-
ing of statements on the FCI Q-sort. However, both
groups of coordinators did place more importance on the
role of the change agent as internalizor. -They performed
the functions of both facilitator and internalizor.
However, just why the Flexible Campus Coordinators place
emphasis on the later, rather than earlier change agent
functions will be discussed further in the next chapter.
CHAPTER V
SUMMARY AND IMPLICATIONS
The writings of Singer (1976), Tye and Novotney (1975),
Sarason (1971), Esty (1973) and Howey (1974) reviewed in
Chapter II suggested that principals, for a myriad of rea-
sons, were no longer able to deal with the multitude of
routinized concerns that face them.
Howey (1974) and Fibkins (1974) among others called
for a new position to assume responsibility for leader-
ship in renewal and to help teachers and support staff
personnel to utilize their own power resources and creative
strategies in planning renewal and retraining systems.
Havelock (1970) pointed to the advantages of an insider
being involved in the change process as the change agent.
The author of this study chose to examine the role
of the Flexible Campus Coordinator in the Boston Public
Schools to see if indeed this role is supplementing the
principal’s efforts to support school change.
In the present chapter, the major findings of this
study are summarized. Unanswered questions are next
posed, and finally implications for practice are given.
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Findings of the Study
The major findings of the study are summarized and
discussed for the three questions under investigation.
First, how the coordinators perceive their role to have
developed and evolved between 1971 and 1978 as described.
Second, results are summarized to show differences between
Magnet and District Coordinators in their perceptions of
the roles of Flexible Campus Coordinators. Third, respon-
ses are reported that demonstrate how well the Flexible
Campus Coordinator meets the intent of being a change
agent
.
Perceptions of the Role: The
Entire Sample
The role of Flexible Campus Coordinator in the Boston
Public Schools as it was originally conceived was to sup-
ervise the Flexible Campus Program at each schools. While
the Flexible Campus Program was distinct from school to
school a common job description was developed and shared
by the Coordinators. This description resulted from the
fact that there were more similarities than differences
between the programs of the various schools. The origi-
nal job description common to all of the coordinators was
composed mainly of administrative duties with a few
change agent duties also detailed.
>
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In 1978, the Coordinators developed a new job
description reflecting the changes which they felt had
occurred in their role since the inception of Flexible
Campus. This description of the position added two
change agent functions to their previous responsibilities
both coordination of university pairings and business
partnerships, and curriculum and staff development.
As described in Chapter IV the investigator utilized
Importance and Frequency Q-sorts, interviews, and archi-
val research to determine how the Coordinators presently
perceive their roles. The investigator found that the
Flexible Campus Coordinators still perceive their roles
to be primarily administrative in nature.
Administrative statements were top ranked by all
participating coordinators in both the Importance and Fre-
quency Q-sorts. The high ranks given to these statements
indicate that the Coordinators chief responsibility is
program maintenance with an emphasis on supervision and
counseling of students. However, some change agent func-
tions are being incorporated into the roles of Flexible
Campus Coordinators as shown by the inclusion of change
agent statements such as ’’Developing and Implementing
Alternative Programs at your School” within the top ranked
statements in both the Frequency and Importance
Q-sorts
for all Coordinators.
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The ranks given to the statements concerning placement
and supervision of students in both career and work ex-
perience programs provides' further evidence of the expan-
sion of the Coordinators* roles. The Coordinators indica-
ted that they were performing these tasks frequently
despite the fact that they are considered unimportant.
Neither of these roles is contained in either of the job
descriptions developed by the Coordinators. Many of the
Coordinators referred to these roles as examples of their
position becoming a "dumping ground" for tasks that admin-
istrators cannot delegate elsewhere.
The rankings of two of the change agent functions,
"Coordination of Business Collaboration at your School"
and the "Coordination of the University Pairing at your
School," are interesting. While these are considered
essential roles in the revised job description, neither
of these two statements ranked high overall in either
importance or frequency.
Earlier in Chapter II the author presented a view
of the Flexible Campus Coordinator as an on-line change
agent. From the data it can be seen that the Flexible
Campus Coordinators do not perceive themselves in this
light but primarily concern themselves with administra-
tive functions.
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One can infer that the emphasis on administrative
rather than change agent functions perhaps is a result of
the original Job descriptions being defined by the Coordin-
ators themselves after they had been on the Job for
several months. Since the role was defined after the fact
it is not surprising that the Coordinators confronted with
a multitude of daily implementation concerns emphasized
the administrative aspects of their role. In addition,
the Institute (described in Appendix A) had not provided
training for the Coordinators in several of the areas cri-
tical for success of an on-line change agent as described
in Chapter II. These include (a) skill in initiating
change, (b) an understanding of the process of change,
(c) an understanding of personal and position power in the
change process, and (d) skill in selecting appropriate
change objectives and strategies.
Another possible explanation of the emphasis on ad-
ministrative tasks is Flexible Campus Coordinators are
named at the will of their principals, and quite often the
position of coordinator is viewed by persons accepting
the position as a stepping stone to other administrative
positions. These facts suggest that the Coordinators would
be more concerned with career aspirations and therefore
maintaining the approval of the principal, than in taking
the risks involved in initiating change. The Coordinators
N
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would be more apt to focus on performing well those duties
which would earn them reputations as effective administra-
tors ,
In conclusion, without the understanding and training
necessary for the introduction of a new change agent
position the Coordinators in practice fell short of the
ideal coordinator role as described in Part Four, Chapter
IT.
Perceptions of the Role: Magnet
vs. District Schools
Differences do exist between the Flexible Campus
Coordinators roles in Magnet and District schools. The
Magnet Coordinators tended to rank change agent state-
ments higher according to Importance and Frequency than
did their District counterparts. The District Coordina-
tors likewise assigned a somewhat higher rank to adminis-
trative statements than did their Magnet counterparts.
This difference suggests that the Magnet Coordinators may
perceive their role to be changing in the direction of an
on-line change agent, while the District Coordinators
perceive themselves to be maintaining the original job
description which involved mainly administrative functions.
The perceptions of the Magent and District Coordina-
tors varied also in relation to the additional responsi-
bilities of the revised job description. Magnet
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Coordinators ranked Coordination of Business Partnerships
moderately important while the District Coordinators
ranked it low in importance. Yet the District Coordina-
tors indicated they performed the role frequently while
the Magnet Coordinators devoted little time to it.
This result is possibly due to the fact that the Magnet
School Coordinators have been able to delegate this duty.
The University Collaboration responsibility was
considered to be of little importance and not performed
often by either the Magnet or District Coordinators.
Thus, differences do exist in how the Magnet and Dis-
trict Coordinators perceive their roles. Although the
differences are not great, they do indicate a tendency
for the Magnet Coordinators to assume more respons ibl ity
for change agent functions than do the District Coordina-
tors. The trend for Magnet Coordinators to allocate more
importance and time to change functions has probably
occured due to their schools' designation as a Magnet
school. Because of this identity the schools have been
forced to change, and in changing the principals have had
to enlist other administrative staff to cope with the
flood of work involved in changing.
\
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Perceptions of the Role: Coordinators
as Change Agents ^ —
—
The author used a view of the Flexible Campus
Coordinator as an on-line change agent which he developed
to help gauge how the Coordinators perceived themselves
meeting the intent of being change agents, The view
developed involved three primary roles; Initiator,
Facilitator, and Internal izor . The Coordinators as a
group do not perceive themselves to be carrying out the
constituent aspects of the three roles sufficently well to
be considered effective change agents by these criteria.
The Flexible Campus Coordinators as a group and as
Magnet and District Coordinators do not perceive themselves
as Initiators of Change. They did not consider the Initia-
tor role of importance nor did they indicate that they
performed this role frequently.
The Coordinators as a group also did not perceive
themselves to be Facilitators of Change except in "The
Development and Implementation of Alternative Programs,"
The Magnet Coordinators held a somewhat more positive per-
ception of the importance of the Facilitator role than
did the District Coordinators, and they indicated at the
same time that they performed this role frequently. The
District Coordinators, while ranking the Facilitator role
low in importance, indicated, however, that they performed
N
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this role fairly frequently.
The Coordinators as a group and as Magnet and District
Coordinators did perceive themselves to be functioning
as Internalizors
. The majority of related statements were
rank ordered in the top half by the Magent Coordinators on
both the Importance and Frequency Q-sorts. The District
Coordinators also ranked in the top half the majority of
related statements in the Importance Q-sort and half of
the related statements in the Frequency Q-sort,
In conclusion, while the Flexible Campus Coordinators
in general do not perceive themselves to be meeting fully
the intent of being change agents, they have indicated
some tendency towards perceiving themselves as facilita-
tors and internalizors. This tendency is stronger among
the Magnet Coordinators than among the District Coordina-
tors .
Neither Magnet nor District Coordinators perceive
themselves to be functioning in the Initiator role. In
actuality this role has been fulfilled by the program
itself and by others outside the program. The Coordinators
therefore feel that it is not incumbent upon them to be
Initiators of change, Many of the Flexible Campus pro-
grams were already designed by the time the Coordinators
developed their role description. Furthermore, new pro-
grams are usually developed externally and then presented
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to the Coordinators at their meetings with the expectation
that the Coordinators will implement the programs as
presented. In the absence of a need to initiate programs
'this function is perceived by the Coordinators to be rather
low in both importance and frequency of performance. The
Coordinators are more likely to view the facilitator and
internalizor roles as acceptable, perhaps even safe roles,
thus ascribing more importance to these roles, and spending
more time performing these roles as shown by the data.
Unanswered Questions
This investigation had several limitations. Among
these were the small sample and a design which required
studying a role through self -percept ions rather than through
the perceptions of others.
A number of unanswered questions were raised during
this study. Answers to these questions should contribute
to the establishment of on-line change agent positions in
the Boston Schools and provide information to improve the
role of these change agents.
1. Do the percept ions of the Coordinators that they
are engaging more in change agent roles in Magnet
Schools more than in District Schools reflect the
personality of the Coordinators or does it suggest
that the Magnet Schools are a more innovative
changing institution? Does the designation of a
school as a Magnet with the implied innovative
character affect the change efforts?
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2. What factors should be involved in training
staff for on-line change agent positions?
3. What caused the gap between the District
Coordinators ranking the Bus iness Coordination
Role as low in importance yet high in frequency?
4. What caused the gap between the entire sample of
Coordinators ranking career and work experience
statements high in frequency but low in importance?
Implications for Practice
The findings of this study hold several implications
for the development of new change agent positions in
schools. The dramatic increase in the scope and respon-
sibility of the principal’s role as detailed by Esty (1974)
and others is taking place in educational systems throughout
the country. Such an increase suggests that principals
cannot simultaneously perform all the roles they are being
asked to fulfill. The principal's role must be supplemen-
ted by other staff. In particular, the findings of this
study contain implications for the development of on-line
change agent positions in urban systems and for the Boston
Public Schools.
Staff Development
If one is to expect new on-line staff positions to
support ongoing change in schools, persons appointed to
these positions need to be trained as change agents. In
should be implemented to assist theservice programs
96
designated staff to view themselves as internal change
agents and to develop the shills necessary to initiate and
support school change. For the Flexible Campus Coordina-
tors in the Boston Schools this should include assisting
the Coordinators to understand the process of change both
in relation to the Boston Public School System and indi-
vidual high schools within the system. The Coordinators
should also receive help in understanding the personal
and position power of the Flexible Campus Coordinator in
the change process. Likewise, the Coordinators need to be
trained to select appropriate change objectives and
strategies for introducing change in the Boston Public
Schools. The training should also include information
on generalizing and stabilizing change within a school and
how to internalize change projects within the Boston Pub-
lic Schools.
Conditions of Appointment
When a staff member of a school is designated as an
on-line change agent conditions of appointment should be
such that they do not interfer with the proper functioning
of the person in the position. Career aspirations should
not be hindered if a change agent engages in the risk
-
taking involved in initiating change. In Boston this
may
be facilitated by having the Coordinators appointed
by a
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central school body rather than being designed by the
Headmaster
.
> Reassignment of Duties
An on-line change agent position must be given the
time to perform all of the functions of the position. To
accomplish the goal of utilizing the present Flexible
Campus Coordinator's position as an on-line change agent,
the present overload of students in the career and voca-
tional education programs must be reassigned. Since the
Coordinators are not qualified as Guidance Counselors this
administrative duty should be reassigned to Guidance
Counselors or qualified work study and vocational education
staff. It is recognized that the Guidance Departments are
shorthanded in some schools and this has resulted in the
Flexible Campus Coordinators having to assume these roles.
The effect of this increased responsibility for
students has been, however, that the coordinators are
simply maintaining present programs. They are unable to
initiate or facilitate the development and implementation
of new programs. Indeed, the Flexible Campus position
has become the 'dumping ground" for administrators for what-
ever needs to be done in a school. This makes perceptions
of the role and its importance by administrators who
have
the power to assign "administrat ivia" or not most
important
to study next.
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In the final analysis, if the role of internal change
agent is to succeed the persons assuming such roles must
share a thorough understanding of the change process;
‘ they must be able to view the school situation dispassion-
ately so as not be be constrained by administrat ivia
.
If these conditions are met the position of internal change
agent has great potential for supporting improvement in
public secondary education.
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The Lincoln Filene Center for Citizenship and Public Affairs
Tufts University
Medford, Massachusetts 02155
25 June 1971
Schedule for the Boston High Schoo l Flexible Campus Plan Institute
,
Lincoln Filene Center, Tufts University, June 26-July 30, 1971
Introduction
The purpose of the Institute is the development of flex-
ible campus plans by members of thirteen teams from thirteen
Boston high schools for submission to the Boston School Committee
and the Massachusetts Department of Education by the first week
in August, 1971. There will be approximately 60 Institute parti-
cipants, including 24 high school students. The Institute Dir-
ector is John S. Gibson, Director, Lincoln Filene Center. The
Assistant Director is Kenneth G. Caldwell, Administrative
Coordinator, Boston Public Schools. Six members of the Lincoln
Filene Center staff v;ill help to direct Institute activities,
and the principal consultant is Evans Clinchy, Educational
Planning Associates. The Institute w’ill meet between 9 a.m.
and 2 p.m. in Room 101 of the Lincoln Filene Center. The
schedule for each week of the Institute is as follows:
Week I: Orientation to High School Flexible Campus Plans ,
June 28-July~2, 1971
Monday
Introductions by Dr. Gibson; Miss Marion J. Fahey, Associate
Superintendent, Boston Public Schools; Dr. Max Bogart, Associate
Commissioner, Massachusetts Department of Education; and Mr.
Caldwell. Full review of Institute schedule, procedures, and
expected outcomes. Presentcition by Dr. Gregory Coffin, North-
eastern University, and Mr. James Dougherty, Acting Headmaster,
English High School, of the English High flexible campus pro-
gram of spring, 1971. Plenary discussion. Tour of the Lincoln
Filene Center and relevant areas and facilities of Tufts
University. Distribution of selected open campus proposals
submitted to the Massachusetts Department of Education.
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Tuesday
Presentation by Mr. Clinchy and discussion of ma ior
themes in flexible campus plans and operations. Participants
divide into school teams for review of their respective needs
and for planning their assignments.
Wednesday
Participants will visit the Copley Square High School
and Boston High School for examination of campus plans and
operations of those two institutions.
Thursday
— - ^
Student participants will have the morning to present
their views about flexible campus plans and to make
recommendations for the operations of those plans in the
1971-1972 school year. Attorney William M. Gibson and his
student consultants will present their outlines for the
student "Responsibility and Rights" program and how that
program will blend into school flexible campus plans. Mr.
Samuel Messina, consultant to the Boston Public Schools,
will react to these presentations, as will Institute
participants,
Friday
Open campus directors from other school systems will make
presentations on operations and issues affecting flexible
campus plans. Those systems will include Winchester,
Brookline, and Lexington in Massachusetts as well as one or
two systems outside the state.
Week II: Curricula and Resources for Flexible Campus Plans ,
July 6-9, 197 1
Tuesday
Review of high school curricula in the area of the
treatment of minority groups in American life, with emphasis
on the 11th grade United States history course and all English
courses. Consideration of revision of minority curricula and
guides. Discussion of current and proposed mini courses and
other curriculum issues. Review of present and proposed
instructional resources. Staff members of tlie Boston Public
School's Curriculum Center will participate in these presenta-
tions, which will be supervised by Miss Doreen V. Blanc of
the Lincoln Filene Center's staff. Students will also
participate
.
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Wednesday
Presentation of the Lincoln Filene Center's Intergroup
Relations Seminar, with emphasis on the need for the sensitive
and effective teacher in intergroup relations education. Mr.
Major Morris of the Center’s staff will direct this program.’
Thursday
Review of Boston resources available to high schools,
with emphasis on university resources and personnel
. Morning
panel of university representatives and afternoon presentations
by representatives from Boston business and cultural
institutions
.
Friday
Morning presentation of high school student volunteer
programs in Boston. The main presentation will be made by Mr.
Peter V7alsh, Director, Office of Urban Volunteers, City of
Boston. Representatives from the School Volunteers of Boston,
the World Affairs Council of Boston, and the United Community
Services will also make presentations. The afternoon will
focus on presentations by members of the Commission on Violence,
especially by Boston Assistant Superintendent, William
Harrison.
Week III and V7eek IV: Development of Flexible Campus Plans,
July 12-23, 19 71
Each team during these two weeks will develop its ov/n
flexible campus plan, with assistance by Institute staff, Mr.
Clinchy, and representatives from the Massachusetts Department
of Education. Each team will consider how available Boston
resources might relate to its plan and what changes in the
school curriculum and schedule might be necessary.
Week V; Presentation and Negotiations of Campus Plans,
July 26-30, i971
Each team during this v;eek will present its plan to
officials of the Boston Public Schools and to the Massachusetts
Department of Education for discussion and negotiation. It
is anticipated that by Firday, July 30th, all plans will be
ready for final submission to the Boston and Massachusetts
authorities for approval.
Note: In a recent letter. Dr. V^illiam H. Ohrenberger, Super-
Tntcndcnt of Boston Public Schools, defined as follows the
term ‘flexible campus plan."
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This is a new and descriptive name we have given to the
open- and off-campus programs being studied for intro-
duction into some of Boston's high schools during the
1971-1972 school year. We refer to these as Flexible
Campus Plans because there will be no master plan for
Boston* each high school has different needs and poten-
tials and must, therefore, write its own proposal. We
anticipate, however, that each participating school, in
order to offer what some students may feel is a more
relevant curriculum, will want to make greater use of
university, business, government, and community resources.
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Flexible Campus Imporlance (TCI) 5 Flexible Campus Frequency '
(FCF) Q -Sort It-cm Al -25
• j
Administrative Functions
!
1. Servo on Flexible Campus Advisory Team
;
j
I
2.
.
Chair the Flexible Campus Advisory Team
. i
3. 7vct as liaison v;ith the City Wide Coordinator of Flexible
Campus
•
^
1
4. Provide parent and cormuunity P.R. for Flexible Campus 1
5. Serve on advisory boards of agencies working within the
1
school I
I
:
6. Develop resources to secure part time and temporary jobs !
for students
|
I
7. Coordinate state and federal programs in the school
|
8. Supervision of School Volunteers utilized in your building
j
9. Identify community resources to better meet faculty needs.
'
10. Orientation of students on off-campus aspects of the
Flexible Campus Program
11. Orientation of students on on-canpus aspects of the Flexible
Campus Program
12. Orientation of coirjnunity visitors to school
13. Orientation of parents on Flexible Campus
14. Provide faculty orientation for Flexible Campus
15. Interview students interested in cn-campus aspects of the
Flexible Campus Program
16. . Interview students interested in off-campus aspects of the
Flexible Campus Program
17. Placement and supervision of students in career experience
prograras
18. Placement and supervision of students in work experience
programs
19. Placcmont .and supervision of students interested in on-
enmpus aspects of the program
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20. Placement and supervision of students interested in off-
campus aspects of the program.
21. Schedule students interested in off campus aspects of
the Flexible Campus Program
22. Schedule students interested in on-campus aspects of the
Flexible Campus Program
23. Maintain dossiers of students who have participated in the
off-campus program
24. Evaluate students involved in on campus aspects of the
Flexible Campus Program
25. Evaluate students involved in off-campus aspects of the
Flexible Campus Program
Flexible Campus Impoi'tance (FCI) ^ Flexible Campus Frequency
(FCF) Q-Sort itembs Bl-?. 5
Change Agent Functions
1. Coordination of tho Business Collaboration at your school
2.
^
Coordination of the Cultural Collaboration at your school
3. Coordination of the University Pairing at your scliool
VJritc proposals for Grants i.e. 636, mini grants
5. Evaluate Flexible Caiapus Programs '
6. Chair the school's curriculum team.
7 . Serve as member of your school's curriculum team
8. Develop In-Service Workships designed for the professional
improvement of staff
9. Act as liaison for your school in planning and implementing
Metropolitan collaborative programs
10. Work v;ith parochial school system to share educational
or other programs
11. Develop and implement Alternative programs at your school
12. Develop strategies to help integrate the v;orld of the
culturally different student into the life of the
school
13. Arrange for a new type of instruction
14. Develop special programs for gifted or talented or
students v/ith special needs
15. Develop programs to improve attendance
16. Help teachers adapt the curriculum to fit tlio needs of
Students
17. Suggest possible special curriculum resources to ttiachcrs
18. Assure co-ordination and co-operation amcaig specialised
academic staff
19. Encourage curricvilum development by working v/xth informal
groups of staff members
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20. Work through administrative superiors to promote school
initiated curriculum changes
21. Maintenance of community resource file for use by
teachers
22. Use community-based resources to enrich the curriculum
23. Discover community views on needed curriculum changes
24. Involve students in decision making on their individual
plans of instruction
25. Assess student and faculty needs
APPENDIX C
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FCI and FCF Q~Sort Directions
This survey was designed so as to provide information
concerning perceptions which Flexible Campus Coordinators have
of their roles in the Boston Public Schools from 1971-77.
Please follow the instructions belov;.
Thank you,
Jim Buckley
Materials: Two packages of 50 cards
Tan cards = Important
Blue cards = Frequency
Two packages of 7 envelopes
1 package marked Important
1 package marked Frequent
Instructions
Step One: Take one package of cards and one package
of envelopes marked the same, either Important
or Frequent.
Step Two:
Step Three:
Step Four:
Please shuffle the cards.
Divide the 50 cards into one of the seven
categories shown on the envelope. Place
only the same number of cards in each envelope
as the number shown on the front of the envelope.
If the statement does not apply, is ambiguous,
etc., place it in the neutral envelope.
When you are finished dividing the cards into
piles, count each pile. You should have only
the same number of cards as shown on the front
of each envelope.
Step Five: Insert the cards into each envelope. Put an
elastic around the package of seven envelopes.
Signal you have finished. The investigator
will collect them.
Step Six: Repeat the Steps through 5 using the other
cards and envelopes.
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FCI and FCF Q-Sort Recorder
RO Category No. of Cards statements
7 Most Important 3
6 Very Important 4
5 Somewhat Important 10
4 Neutral 16
3 Somewhat Unimportant 10
2 Very Unimportant 4
1 Most Unimportant 3
RO Category No. of Cards Statements
7 Most Frequent
6 Very Frequent
5 Somewhat Frequent
4 Neutral
3 Somewhat Infrequent
2 Very Infrequent
1 Most Infrequent
3
4
10
16
10
4
3
nm
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INTERVIEW QUESTIONS
What do you perceive the role of Flexible Campus Coordinator
to be?
What are the three most positive influences on the Flexible
Campus Program, you have met in your role as Flexible Campus
Coordinator?
What process is there at your school for designing curriculum
and deciding what the learning experiences of students are
to be?
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What meaningful alternatives have you been a part of, the
development process of, developed yourself?
How has your position changed in scope and areas of responsi-
bility, since you began as Flexible Campus Coordinator?
Do you feel that it is in the proper direction? Explain
briefly.
What are the three most negative influences on the Flexible
Campus Program uou have met in your role as Flexible Campus
Coordinator?
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What are the three most successful Flexible Campusyou have been involved in# in your role as FlexiblCoordinator?
experiences
e Campus
How does the geographic location of your school affect your
Flexible Campus Program?
Is there a systematic process at your school for helping
students organize and make sense of their various learning
experiences? In your role as Flexible Campus Coordinator are
you satisfied with your part in the process?
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What are the three least successful Flexible Campus experiences
you have been involved in, in your role as Flexible Campus
Coordinator?
Kow do you find out v;hat community resources are available to
your school? How do you use these resources?
Magnet School Coordinators only :
How does the designation of your school as a Magnet School
affect your Flexible Campus Program. How does your program
differ© from that of the district schools.
District School Coordinators only :
How does the designation of your school as a District School
affect your Flexible Campus Program? How does your program
differ from that of magnet schools?
APPENDIX E
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Listing of Change Agent Statements Used in Both theFCI and FCF Q-Sorts by Role
Initiator
Write proposals for grants, i.e., 636, minigrants.
Serve as a member of your school's curriculum team.
Develop in-service workshops designed for the profes-
sional improvement of staff.
Develop strategies to help integrate the world of the
culturally different student into the life of the school.
Develop special programs for gifted or talented or
students with special needs.
Develop programs to improve attendance.
Encourage curriculum development by working with in-
formal groups of staff members.
Discover community views on needed curriculum change.
Facilitator
Coordination of the Business Collaboration at your school
Coordination of the Cultural Collaboration at your school
Coordination of the University Pairing at your school.
Act as liaison for your school in planning and imple-
menting Metropolitan Collaborative programs.
Work with parochial school systems to share educational
or other programs.
Develop and implement alternative programs at your school
Arrange for new types of instruction.
Suggest possible curriculum resources to teachers.
Maintenance of community resource file for use by
teachers
.
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Internal izor
Evaluate Flexible Campus Programs.
Chair the School's Curriculum Team.
Help teachers adapt the curriculum to fit the needs
of students.
Assure coordination and cooperation among specialized
academic staff.
Work through administrative superiors to promote
school initiated curriculum changes.
Use community based resources to enrich the curri-
culum.
Involve students in decision making on their indivi-
dual plans of instruction.
Assess student and faculty needs.
APPENDIX F
Interview Coding Directions
Dear Coder,
The tapes you will be listening to are interviews
v/ith six Flexible Campus Coordinators in the Boston Public
School System. These interviews were conducted to determine
how the coordinators feel their role has evolved since its
inception.
On the coding form which follows, please code the
- questions by circling the most appropriate response category
for each question. After listening to an entire interviev/,
check your coding to see if the entire interview alters your
original response.
Coding suggestions follow each question. These
are examples of direct quotations for each category.
Thank you very much
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Interview Coding Form
1. What do you perceive the role of Flexible Campus Coordinator
to be?
1 Initiator
(e.g., "create nev; programs)
2 Facilitator
(e.g.
,
"assist in getting resources for faculty")
3 Internal! zor
(e.g., "maintaining student enrollment in programs")
4 Other
5 No Response
2. How has your position changed in scope and areas of
responsibility since you began as Flexible Campus
Coordinator? Do you feel it is in the proper
direction? Explain briefly.
1 Role has expanded in scope to include appropriate
functions
(e.g., "coordination of college/business
partnerships")
2 Role has expanded in scope to include inappropriate
functions
(e.g., "direct supervision/impleraentation of
vocational work study programs")
3 Role has decreased in responsibility with regard
to original intent with increase in non-
appropriate functions
(e.g., "serve as arm of administration doing
non-Flexible Campus tasks")
4 Other
5 No Response
3.
What arc the three most successful Flexible Campus
experiences you have been involved in as Flexible
Campus Coordinator?
1 Academic/Enrichment pi-ograms
(e.g., "Phillips Andover Short Term Institute;
internships")
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2 Service Programs
(e.g., "Volunteer opportunities; cross-age tutoring")
3 Work Experience Activities
(e.g "vocational work-study, Junior Achievement,
Work Experience Option")
4 Other
5 No Response
4, What are the three least successful Flexible Campus
experiences you have been involved in as Flexible
Campus Coordinator?
1 Academic/Enrichment Programs
(e.g ., "Phillips Andover Short Term Institute;
internships"
)
2 Service Programs
(e.g., "Volunteer opportunities, cross-age tutoring
programs"
)
3 Work Experience Activities
(e.g., "vocational work-study. Junior Achievement,
Work Experience Option")
4 Other
5 No Response
5, How do you find out what community resources are available
to your school? How do you use these resources?
1 Personal contact with individuals
(e.g., "meeting with business partner representative;
planning community workers")
2 Printed information
^
(e.g., "printed resource booklets, program brochures )
3 Meetings
.
^
(e.g., "Flexible Campus Coordinator Meetings )
4 Other
5
No Response
\
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6,
What are the three most positive influences on the Flexible
Campus Program you have met in your role as Flexible
Campus Coordinator?
1 Administrative Support
(e.g., "strong administrative support")
2 Student Participation
(e.g., "strong motivation of students, student
demand for programs")
3 Community Support
(e.g., "availability of community programs,
cooperation of community personnel, parental
support"
)
4 Other
5 No Response
7.
VJhat are the three most negative influences on the
Flexible Campus Program you have met in your role
as Flexible Campus Coordinator?
1 Communication Problems
(e.g., "getting information to students, contacting
site supervisors, etc.")
2 Scheduling Problems
(e.g., "complaints that FC program interferes v;ith
classv/ork"
)
3 Lack of Adequate Staffing
(e.g., "not enough time to properly supervise
students"
)
4 Other
5 No Response
8.
IIov; docs the geographic location of your school affect your
Flexible Campus Program?
1 Transportation problems
(e.g., "long travel time to placements")
2 Racial problems associated with neighborhood of
school or placement
(e.g., "students afraid to travel at unscheduled times
on public transportation)
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3 Program Availability
(e.g., "some programs only available to schools in
particular districts")
4 Other
5 No Response
For Coordinators from Magnet Schools Only
9A, Kov/ does the designation of your school as a Magnet
school affect your Flexible Campus Program?
(How does your program differ from that of district
schools?)
1 Programs
(e.g.f "Type of college partnership")
r
2 Budget
(e.g., "Amount of grants monies available to the
school"
)
3 Staffing
(e.g., "Additional support staff available through
soft money")
4 Other
5 No Response
For Coordinators from District Schools Only
'9B. Hov; does the designation of your school as a District
School affect your Flexible Campus Program?
(How does your program differ from that of magnet
schools?
)
1 Programs
(e.g., "relationship \\7ith college partner")
2 Budget
(e.g., "less soft money funding available than
in magnets")
3 Staffing
, , . . ^ j *.
(e.g.f "Decreased staff because of declining student
enrollment"
)
4 Other
5 Response
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10« What procGss is thGr© at your school for dosigning curriculum
and decising what the learning experiences of students
are to be?
1 No formal process
(e.g., "no ongoing curriculum committee)
2 Opportunistic program development
(e.g., "grants writing for available monies")
3 Formal process
(e.g., "ongoing curriculum committee")
4 Other
5 No Response
11. What meaningful alternatives have you been a part of the
development process for, or have developed yourself?
1 Self initiated
(e.g., "invented or adapted idea/program for
my school")
2 Cooperatively initiated (school-based initiation)
(e.g., "A group of us felt that we needed
at the school and began")
3 Impleraented but not part of adoption/initiation
process (generated by central administration)
(e.g., "Program X was established and I recruited
students for it")
4 Other
5 No Response
12. Is there a systematic process at your school for helping
students organize and make sense of their various
learning experiences? (In your position as Flexible
Campus Coordinator are you satisfied with the role
you play in that process?)
1 Process exists - role satisfactory
(e.g., "Guidance monitors process, I review
programs of students applying for Flexible
Campus Options")
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2 Process exists ~ role unsatisfactory
(e.g., "Guidance dept, reviews student programs")
3 No adequate process exists
(e.g.
,
"No follow-up review of student program/
course selection")
4 Other
5 No Response
;

